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This thesis investigates the classroom implementation of the principles underlying the 
pedagogical recommendations of the recently introduced National Curriculum in 
Bangladesh. It examines the recommendations presented in the curriculum documents 
and the ways in which pedagogic practices align with those recommendations. It also 
explores the ways in which the prescribed textbooks, examinations, teachers’ beliefs 
and other contextual factors interact with the enactment of the curriculum.  
The study used multiple case studies within the qualitative interpretive paradigm. Data 
were collected from multiple sources and using various methods: from four teachers of 
two secondary schools through lesson observation, pre- and post-lesson interviews, 
and stimulated recall; from a group of teachers teaching in a third school through group 
interviews; and from documents related to the curriculum. Multiple data sources were 
used to explore teachers' understandings, beliefs and classroom practices in relation to 
the learner-centred and interactive pedagogy promoted in the National Curriculum and 
to allow for triangulation of the findings. Data analysis was guided by the 
themes/categories derived from the analysis of the National Curriculum policy 
document 2012 as well as by the themes that emerged in each individual case study. 
The teachers' beliefs and practices were contrasted and compared through a cross-
case analysis.   
The findings revealed alignments as well as divergences between teaching practices 
and curricular recommendations. Data suggests that instructional practices were 
shaped to a large extent by learners’ perceived proficiency levels, class size and 
examination formats and to a small extent by teachers’ beliefs and their knowledge and 
understanding of the recommendations. There were similarities as well as differences 
among the participants in their classroom practices in terms of the degree of learner 
participation and interaction in the classroom, the relative attention paid to learner 
differences, the contextualization of grammar, the quality of L2 input, formative 
assessment and feedback, all of which are recommended in the curriculum. Overall, a 
strong correspondence was found between teaching practices and examination 
requirements across the participants. There was evidence of the acceptance and 





approaches to teaching alongside the long and deeply entrenched teacher-centred 
approaches. However, poor dissemination of the pedagogical proposals, lack of clarity 
in the reform message, teachers’ limited understandings of pedagogical 
recommendations combined with contextual constraints such as large class size and 
teachers’ heavy workload meant that gaps remained between instructional practices 
and policy recommendations.  
The study provides insights into the classroom implementation of curriculum reform and 
contributes to research in the fields of teacher education and language pedagogy. It 
brings to light the partial and piecemeal fashion in which the reform initiatives have 
been introduced in Bangladesh. The results highlight the need for ‘joined-up thinking’ 
and providing teachers support in enhancing their classroom interactional competence 
and in adopting a wider range of grammar teaching approaches and techniques. The 
findings also underscore the need to address contextual constraints such as large class 
size, poor pay and heavy workload of teachers so that teachers get more time to 
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CHAPTER 1: INTRODUCTION AND OVERVIEW 
1.0 Chapter introduction 
The current study set out to examine secondary English teachers’ understandings and 
enactment of the pedagogical recommendations made in the revised National 
Curriculum Policy Document 2012 (NCPD2012) and the way secondary English 
teachers in Bangladesh enacted them. This introductory chapter sets the scene for the 
study. Section 1.1 provides background information for this study, highlighting the 
recent curriculum reform efforts in English language teaching in mainstream 
Bangladeshi schools and the gaps in the existing research literature on the 
implementation of curriculum reform. Section 1.2 outlines the rationale for the study, 
and is followed by Section 1.3 which discusses the significance of the research. Section 
1.4 presents the research questions that guide the current study. The final section (1.5) 
outlines the organization of the thesis.  
1.1 Background to the study 
The Ministry of Education in Bangladesh (MoE) introduced the National Curriculum 
2012 (NC2012) for secondary education (Grades 6-12) in mainstream Bangladeshi 
schools with the aim of bringing about “qualitative changes in education” (Ministry of 
Education, 2012, p. iii). The development of the NC2012 followed the publication of two 
important policy documents: the NCPD2012, which is mentioned above, and the 
National Education Policy 2010 (NEP2010), which emphasizes developing learners’ 
intellectual abilities, and competencies for the job market by imparting ‘quality 
education’ (Ministry of Education, 2010, p. 21). Although the meaning of ‘quality 
education’ is not made clear in any of the documents, ‘quality education’ is described 
as the key to achieving progress and development. Both the NEP2010 and the 
NCPD2012 repeatedly mention the teacher and ‘appropriate’ teaching methods as 
crucial factors in ensuring the successful delivery of the new curriculum. The aim of this 
thesis is to examine teaching suggestions provided in the NCPD2012 in relation to 
English language education, and how these relate to secondary English teachers’ 




The formulation of the new curriculum (i.e. NC2012) was preceded by an evaluation 
study of the existing National Curriculum which had been introduced in 1995 (NC1995). 
According to the evaluation report, the NC1995 had “many weaknesses, incongruities 
and problems” (Ministry of Education, 2012, p. 1). The report described the previous 
curriculum in these terms “…excessively theoretical and informative, and leads learners 
to rote learning. Scopes for investigation, acquiring problem-solving skills, learning by 
doing and developing creativity and innovation are limited …” (ibid., p. 1). The report 
also highlighted the failure of the NC1995 with regard to English and mother tongue 
education: “…it heavily emphasizes content memorization instead of acquiring listening, 
speaking, reading, and writing skills…” (ibid., pp. 1-2). The weaknesses mentioned 
here such as ‘content memorisation’, ‘rote learning’ and the lack of emphasis on the 
development of skills have been widely reported in published articles in the context of 
English language teaching in Bangladesh (e.g. Ahmed, 2006; Chowdhury & Farooqui, 
2011; Hamid, 2010; Rahman, 2015).  The NCPD2012 explains that the new curriculum 
has been put in place in order to address these limitations.   
One of the stated objectives pertaining to English language education is to help 
learners to acquire the basic skills in English “for effective communications at different 
spheres including contemporary work places, and higher education” (Ministry of 
Education, 2012, p. 11). In order to achieve this objective and overcome the stated 
weaknesses, the NCPD2012 stresses the proper implementation of the curriculum. It 
identifies two main factors as vital in the process: first, “the application of appropriate 
teaching-learning methodology” and second, “the appropriate use of quality textbooks 
and other teaching aids” (ibid., p. 17). The onus is clearly placed on the teacher: 
…the role of teachers is very important. …there is nothing better than a teacher 
to ensure learning. In fact, many difficult and complex works exacting labour 
and time can be performed properly with ease and less effort by applying 
appropriate method and technique. The same applies to teaching-learning. 
Having preparation beforehand and applying appropriate method and 
technique, a teacher can achieve learning outcomes with less efforts and time. 
(ibid., p. 17) 
Throughout the National Curriculum, the focus is put on teaching and teachers. The 




and proper application of teaching learning activities” (ibid., p. 25). The NCPD2012 
provides a number of teaching ideas or suggestions, which I prefer to call ‘pedagogical 
proposals’ or ‘pedagogical recommendations’ in this thesis. The recommendations are 
presented throughout the curriculum document but not in a clear or organized manner. 
These proposals are discussed in brief in the context chapter (section 2.4) and in detail 
in Chapter 5. 
The constraints teachers work under have been acknowledged in the NCPD2012, and 
teachers have been promised necessary support. Teachers are provided with 
textbooks published by the National Curriculum and Textbook Board (NCTB), an 
autonomous organisation under the Ministry of Education and an authority on 
curriculum, materials and tests. Teacher training is stressed as being crucial for 
successful curriculum implementation. There is a promise that teachers will be provided 
with teachers’ guides to help them with teaching, although teachers’ guides were not 
published until 2017 and were not made available to all teachers. None of my 
participants had received a copy when I started my fieldwork.  Against the backdrop of 
such policy directives, many teachers might feel left high and dry in school contexts 
where teaching aids such as multimedia are not available and where facilities are 
scarce. One of the objectives of this thesis was therefore to evaluate the policy 
guidelines from the perspective of teachers.  
1.2 Rationale for the study            
The aim of this thesis was to examine the implementation of the new curriculum by 
looking at teachers’ instructional practices and by examining the extent to which 
classroom practices align with curriculum aims and goals. A good number of recent 
studies that explore curriculum innovation and reform have been conducted in other 
contexts, e.g. in Hong Kong (Carless, 2004), in Turkey (Woods & Çakır, 2011), in China 
(Zheng, 2015), in Oman (Borg & Al-Busaidi, 2012), in South Korea (Kim, 2011), but 
very few studies have been done in the Bangladeshi context. Existing research on 
educational reform in the field of English language teaching in Bangladesh have mostly 
focused on contextual constraints that impeded the implementation of Communicative 
Language Teaching. The studies point out a number of factors for the lack of success 
with the adoption of change initiatives. Some put the blame on the teachers, for their 




low proficiency (Siddique, 2004). Some studies attribute lack of innovation to limited 
teacher training opportunities and limited infrastructure (Hamid, 2010; Siddique, 2004). 
Still others point out a lack of alignment between curriculum objectives and assessment 
practices as a major shortcoming of curriculum implementation (Rahman, 2015; 
Siddique, 2004). This point is corroborated by Bolitho (2012) who reveals that 
“powerful, conservative influences in the areas of textbooks and examinations’’ held 
innovations back in the case of the English Language Teaching Improvement Project 
(ELTIP) in Bangladesh (p. 38). The training courses that teachers attend are reported 
to be of short duration (Hamid & Baldauf, 2008). The content and methodology of such 
courses are criticized for a top down transmission of the principles of Communicative 
Language Teaching (CLT) and for a lack of engagement with teachers’ knowledge, 
beliefs, and current practices (Rahman et al., 2006). Using lesson observation and 
follow up interviews, Farooqui (2009) evaluated the use of prescribed communicative 
textbooks. The study reports a significant gap between educational policy and 
classroom realities resulting from a number of factors such as traditional assessment, 
teachers’ limited proficiency, workload, lack of resources. However, little or no attempt 
was made to investigate classroom practices in relation to the principles of the revised 
communicative curriculum. Also, very few studies in Bangladesh have investigated 
teachers’ understandings and beliefs in relation to how they use the coursebook and 
the activities therein. The recent study by Roshid et al. (2018) evaluates the English for 
Today for Classes IX-X (NCTB, 2012a) textbooks via a questionnaire given to school 
teachers but there is no scope to examine teachers’ use of the books or their rationale 
for using them in certain ways. A study by Chowdhury & Farooqui (2011) used 
interviews to report on teacher’s perceptions and practices of CLT implementation and 
included teachers’ voices on the innovation and their teaching contexts but they made 
no attempt to investigate teachers’ understanding and interpretation of communicative 
activities provided in the textbooks. No studies I know of provide classroom data in the 
secondary school context to show what kind of interaction takes place between teacher 
and pupils and between pupils, or to reflect on the relationship between classroom 
interaction and learning (Mann & Walsh, 2016; Walsh, 2011). It is within this research 
space that the present study is located.  




This study makes empirical and practical contributions to understanding curriculum 
policy and implementation of pedagogical reform. Firstly, the study is innovative in that 
it brings together curriculum policy analysis, research into Second Language 
Acquisition (SLA) and English Language Teaching (ELT) pedagogy, the analysis of 
lesson transcripts and interview data to evaluate the pedagogical recommendations of 
NCPD2012 as well as to examine the ways teachers interpret and implement these 
recommendations. Secondly, the study contributes to the development of situated 
understandings of teaching and assessment practices. It is hoped that these findings 
will be of use to policy makers, curriculum developers and teacher educators and 
contribute to the possible revision of curriculum, teaching materials, tests and the 
renewal of teacher education programmes in Bangladesh.       
1.4 Research Questions 
The study aimed to address the following research questions: 
i. What are the secondary English teachers’ understandings of, and attitudes 
towards the aims, objectives and pedagogical recommendations of the revised 
national curriculum in Bangladesh? 
ii. To what extent are English language teaching and assessment practices in 
alignment with the recommendations? 
iii. What role do contextual factors play in shaping teaching and assessment 
practices?  
1.5 Outline of the thesis 
This thesis is organized into ten chapters, including this introductory chapter, which 
provides a brief background to this study and an overview of the thesis as a whole.  
Chapter 2 presents the context of English language education (ELE) in Bangladesh. 
First, a short historical background of the role and status of the English language in 
Bangladesh is provided (2.1), which is followed by an overview of recent policy 
changes in relation to ELE pedagogy and assessment that have led to the introduction 
of the current National Curriculum 2012 (2.2), education and schooling in Bangladesh 




Chapter 3 reviews the literature on curriculum implementation with special focus on 
change rationales (3.1), models and change strategies (3.2), challenges to educational 
change (3.3), major dimensions of change (3.4), and ELE reform initiatives in 
Bangladesh (3.5).  
Chapter 4 discusses the methodological rationale for this study including the research 
paradigm, the use of case study design, sampling, procedures for data collection and 
analysis, quality criteria, and research ethics.  
Chapter 5 provides a detailed analysis of the NCPD2012. First, the methodology for 
the analysis is presented (5.1), which is followed by the findings (5.2 and 5.3). An 
analytical framework, developed from a synthesis of SLA research-derived principles 
and the findings in 5.2 and 5.3 for data analysis purposes, is presented in 5.4.   
Chapter 6 to Chapter 9 are the case study chapters. Each case study chapter is 
organized in the same way. First, the teacher’s background and current teaching 
context are briefly described. Then, the lessons observed are outlined along with an 
analysis of the materials. Next, the teacher’s key practices and beliefs are discussed, 
and mapped onto the recommendations of the NCPD2012. 
Chapter 10 presents a cross-case analysis of the findings of the individual case study 
chapters. The findings are compared and cross-checked with data derived from a group 
interview held with teachers from a third school.  
Chapter 11, the concluding chapter, answers the research questions, discusses the 
implications of the findings as well as the limitations of the study, offers suggestions for 





CHAPTER 2: THE EDUCATIONAL CONTEXT OF 
BANGLADESH 
2.0 Chapter Introduction  
This chapter presents the social, cultural and historical contexts of English language 
education in Bangladesh. It also provides an overview of the recent changes in ELE 
policy and pedagogy including the introduction of the current National Curriculum 2012.       
2.1 English in Bangladesh: From a colonial legacy to an 
essential international language 
The spread of English in Bangladesh has its roots in British colonialism. During the 
British rule in undivided India (from 1757 to 1947), English was confined to local elites 
and the middle classes (Islam & Miah, 2012). Colonial administrators such as William 
Bentinck and Thomas Macaulay were instrumental in developing and implementing the 
English Education Act of 1835, the first language in education policy in the 
subcontinent, which aimed to “form a class who may be interpreters between us and 
the millions whom we govern…” (Macaulay, 1995, p. 430). Subsequently, when the 
English Departments were set up in Indian universities, the aim was, as Viswanathan 
(1995) argues, to facilitate the study of British literature which was to further consolidate 
British influence on the minds of the ‘natives’. The idea was to teach English “classically 
in much the same way that Latin and Greek were taught in England” (original 
emphasis, Viswanathan, 1995, p. 433). It has been argued that the seeds of the 
Grammar Translation method were sown in the subcontinent then (Rahman, 1999b).  
After the partition of India in 1947, Bangladesh (then East Pakistan) and West Pakistan 
found themselves without a common language. Bangladesh was predominantly 
Bangla-speaking while Pakistan had several regional languages with Urdu serving as a 
lingua franca within the country. English assumed second language status and served 
as a link language between the two wings of Pakistan (Kachru, 2005; Zaman, 2003). 
During the Pakistan period, Bangla was the medium of instruction at mainstream 
primary and secondary schools while English was the language of higher education in 




reported to grow up as effective bilinguals in Bangla and English through constant 
exposure to English while those attending Bangla-medium schools would also attain 
adequate functional competence in English (Alam, 2007).  
However, after the independence of Bangladesh in 1971, Bangla was established as 
the sole official language of Bangladesh and the state adopted a policy of promoting 
Bangla in all spheres of life including education, administration, government and the 
media. The first Education Commission Report of 1974 recommended Bangla as the 
medium of instruction at all levels. At about the same time, English was dropped from 
BA programmes, a compulsory subject until then. One result of these policies was that 
students obtaining Bachelor’s degrees were reported to have limited proficiency in 
English overall, and the required qualifications for teachers’ recruitment had to be 
lowered (Rahman, 1999a). After independence from Pakistan, English was no longer 
needed for internal communications, as nearly 90% of the population spoke Bangla as 
mother tongue and the non-Bangla speech communities spoke Bangla as a second 
language (Hamid, 2008; Hossain & Tollefson, 2007; Rahman et al., 2006). The Bangla 
Procholon Ain (Bangla Implementation Act) was passed in 1987 with the aim of 
replacing English in government sectors, although “the entrenched nature of English 
within bureaucratic functions has made the complete elimination of English both 
impossible and undesirable’’ (Banu & Sussex, 2001, p. 128-9). Many researchers 
associate these successive attempts to relegate English with the perceived poor 
standard of English in the country (Alam, 2007; Imam, 2005; Shahidullah, 2002). 
Despite these macro-level initiatives throughout the 1970s and early 1980s that aimed 
to curtail the use of the language in education and the broader society, English was 
retained in mainstream Bangla-medium schools as a compulsory subject from Grade 3 
to Grade 12 1until 1986. The standard of English teaching and learning in these schools 
was reported to be poor and the social elites and mainly wealthier families would send 
their children to English medium schools where they could learn English through 
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‘immersion’ (Alam, 2007; Rahman, 2008). The English curriculum in mainstream 
Bangla-medium schools did not receive much policy attention during this period. 
In the late 1980s and early 1990s, there was a realization among policy-makers as well 
as members of the public that Bangladesh needed English to move forward as part of 
the international community, which led to the promotion of English by the state as well 
as the private sector (Rahman 1999a). The government introduced a series of policies 
that reflect a change of attitude to English (Rahman, 2015). The first was the 
government’s decision to introduce English in Grade 1 (rather than in Grade 3 as 
previously) in 1987. English was re-introduced as a compulsory subject across all 
disciplines at the tertiary level in 1994. The Private University Act of 1992 played a key 
role in consolidating the presence of English in higher education since nearly all private 
universities adopted English as the medium of instruction. Following the private 
universities, the University of Dhaka introduced a Foundation Course in English in 
1998. This was followed by all other public universities and colleges offering mandatory 
English language courses to students at the tertiary level regardless of their choice of 
major. These initiatives were intended to raise learners’ proficiency in English through 
the provision of greater curricular space for English in the education system. However, 
learners’ proficiency levels in English were still thought to be very low at all levels 
(Rahman, 2015) prompting educational planners to introduce further innovation and 
reform of ELE. The promotion of CLT as an approach to teaching English was a major 
change initiative associated with the NC1995. Further pedagogical reform was 
suggested in the NC2012, which was the focus of the current study. 
To sum up, the role of English changed from being a colonial language serving the 
interests of the rulers and social elites during the British Raj to a link language in the 
Pakistan period to a language of international communication and economic and social 
development in present-day Bangladesh. Thus, following a period of reluctant 
acceptance of the language in the curriculum post-independence, English is now 
perceived as a tool to be harnessed for achieving developmental goals such as poverty 
alleviation, quality education, and human resource development (Erling et al., 2012; 
Hamid, 2010; Planning Commission, 2012). Although there have been voices that 
question the validity of such perceptions (Hamid, 2010; Phillipson, 1992/2009, 




many sectors such as the Readymade Garments Industry (RMG), private hospitals, 
banks and businesses, higher education in general, as well as for migration, and 
overseas jobs that depend on migrant labour (Erling et al., 2015; Erling et al., 2012; 
Hamid & Baldauf, 2008; Roshid, 2014). Changes in the actual or perceived role of 
English in Bangladesh have prompted a series of macro-level initiatives for innovation 
and reform of ELE which are discussed in the next section. 
2.2 From GTM to CLT and the English Curriculum 2012  
Beginning in 1995, the Ministry of Education in Bangladesh has made several attempts 
at reforming ELE pedagogy by aiming to move away from what is variously described 
as ‘traditional pedagogic practices’ (TPP) (Haider & Chowdhury, 2012) and the 
Grammar Translation Method (GTM) to communicative approaches. Policy documents 
and research publications in Bangladesh tend to use these two terms loosely to refer to 
teacher-fronted and transmission-oriented pedagogical approaches that prioritize the 
teaching of grammar and the extensive use of pupils’ L1. Researchers such as 
Chowdhury & Farooqui (2011) and Hasan (2004) use both terms in the same sense 
and associate them with both content and classroom techniques such as the deductive 
teaching of grammar, pattern practice, reading comprehension, rote learning and 
memorization of word lists, translation, writing paragraphs, essays, letters, and the 
absence of any focus on speaking and listening skills. Training programmes and 
published reports in the Bangladeshi contexts frequently present the existing or 
traditional pedagogies (e.g. GTM) and innovative approaches (e.g. CLT) as a 
dichotomy, although actual teaching practices cannot be neatly categorized as either 
CLT or GTM. As scholars such as Harmer (2015) and Kumaravadivelu (2003) point out, 
teachers tend to draw on multiple sources of knowledge and multiple methods while 
teaching. Nevertheless, for the sake of understanding the change initiatives, a few 
points of contrast between the two approaches can be identified. Firstly, CLT is 
described as prioritizing meaning-focused activities in order to develop learners’ skills in 
using the target language appropriately in various situations (Richards & Rodgers, 
2014). The primary goal of language teaching in CLT is the development of 
communicative competence rather than linguistic competence alone (Brown, 2002). In 
TPP (‘traditional pedagogic practices’), in contrast, the focus is mostly on linguistic 




fluency and appropriacy in terms of social, cultural and pragmatic aspects of language 
use is given emphasis in CLT, not just the accuracy of language structures. In TPP, the 
main focus is on the accuracy of the target language. Thirdly, grammar is taught at the 
level of discourse in CLT, while grammar is taught at the level of sentence in TPP. 
Fourthly, within a communicative paradigm, teachers are encouraged to take on new 
roles such as that of a needs analyst, counselor, group process manager to facilitate 
communicative activities in the classroom which contrast with teachers’ traditional role 
as knowledge-givers (Larsen-Freeman, 2000). Fifthly, unlike TPP, CLT requires 
learners to be active participants in the classroom. In CLT, learners are given 
opportunities to engage in collaborative learning through group and pair work.  
The dichotomy between CLT and TPP/GTM is a convenient way of characterizing shifts 
in pedagogical approaches in the context of curricular innovation and reform. Teacher-
centred and transmission-based pedagogies are deep-rooted in the Bangladeshi 
educational culture (Chowdhury, 2004; Chowdhury & Le Ha, 2008). Commenting on 
ELE pedagogy, Solly and Woodward (2012) note that “Bangladesh has had a very 
traditional approach to English language teaching, focusing on teaching about the 
language rather than how to use it effectively” (p. 166). Educational policymakers have 
attributed perceived poor English skills of Bangladeshi learners to GTM (Hamid, 2010) 
and have attempted to replace it with CLT through a series of reform initiatives 
beginning with the English Language Teaching Improvement Project (ELTIP) project in 
1995 (the project ended in 2012). It was believed that the new curriculum would help 
revitalize English teaching and learning, raise the levels of English proficiency and 
develop learners’ communicative competence, seen as essential for developing human 
capital (Hamid & Baldauf, 2008).  
ELTIP, which was co-funded by the Government of Bangladesh and the Department for 
International Development (DfID) in the UK, promoted a communicative curriculum 
through changes in three main components of the curriculum: textbooks, assessment 
and in-service teacher education. Textbooks were produced following the principles of 
the new curriculum and included many communicative activities (Chowdhury & 
Farooqui, 2011). Short in-service training programmes were also arranged to orient 
teachers to CLT (Hamid & Baldauf, 2008). However, examinations remained largely 




with or without clues, or rearranging sentences in a jumbled paragraph (Farooqui, 
2008). ELTIP was supported by several ‘secondary innovations’ (Markee, 1997, p. 53) 
such as the English in Action (EIA) project and ‘Teaching Quality Improvement in 
Secondary Education Project’ (TQI-SEP). EIA, funded by DfID UK, was launched in 
2008 with the aim of developing the communicative competence of Bangladeshi 
learners of English through the introduction of technology, supplementary materials and 
teacher training (Hamid, 2010; Walsh et al., 2012). Another objective of the project was 
to provide English learning opportunities to the masses through the Internet and radio 
broadcasts (Hamid, 2010; Walsh et al., 2012). Before the project ended in 2017, it had 
trained over 30,000 English teachers from primary and secondary schools in 
Bangladesh (English in Action, 2016). This was a substantial number, but many 
teachers still remained outside the purview of the project. TQI-SEP was funded by the 
Asian Development Bank, the Canadian International Development Agency and the 
Government of Bangladesh, and operated from 2005 to 2011. It complemented ELTIP 
by providing teacher training to English teachers who had not received such training 
under ELTIP (Hamid, 2010). Under the project, English teachers received a three-week 
training on CLT that demonstrated the teaching of the four skills of reading, writing, 
listening, and speaking.  
Teacher training under ELTIP, EIA and TQI-SEP all aimed to orient teachers to the 
principles of CLT, encourage them to adopt those and move away from TPP/GTM. 
However, the dichotomy between GTM (or, traditional approaches) and CLT masks the 
realities of curriculum implementation and of actual teaching practices. Research on 
curriculum enactment involving CLT does not always reflect the ideals of CLT the way 
they appear in methodology books. For example, Nunan (2003) analysed policy 
statements, curriculum documents, and programmes related to ELE innovation and 
reform in several countries in the Asia-Pacific region and found significant levels of 
confusion and inconsistency at the level of policy. In practice too, teachers are reported 
to interpret the principles of CLT differently and marked differences have been reported 
in the classroom behaviour of teachers claiming to be using CLT in several contexts 
including Bangladesh (Butler, 2011; Carless, 2007; Littlewood, 2007; Nunan, 2003; 




In Bangladesh, within a few years of the introduction of CLT in secondary schools, it 
was reported that the learners were not developing communication skills in English. In 
fact, it was said that many learners were reportedly leaving school with much lower 
abilities in English than previously (Alam, 2007; Hamid & Baldauf, 2008; Rahman et al., 
2006). Thus, the shift from traditional to communicative approaches was perceived as 
ineffective or unsuccessful. A number of studies have examined the implementation of 
CLT in schools and reported several problems (Ahmed, 2006; Chowdhury, 2004; Dutta, 
2006; Hamid & Baldauf, 2008; Siddique, 2004; Sinha, 2006). It was argued that CLT 
was not appropriate for the Bangladeshi context for several reasons, including large 
class size, poor English skills of teachers, limited resources, and the fact that 
transmission-based pedagogy was culturally valued. The national examinations, which 
did not test listening and speaking skills, were also blamed. Teacher training 
programmes were found to be too short, lecture-based and ineffective. There were 
widespread misunderstandings in relation to the principles of CLT among teachers who 
were reported to be reluctant to move away from traditional pedagogy (Chowdhury & 
Farooqui, 2011). As an example of this, Sinha & Idris (2013) report that teachers had 
divergent beliefs concerning the role of pupils’ L1, the medium of instruction, and 
whether or not to teach grammar and translation. 
While some studies reported above indicate that CLT was not implemented effectively, 
others reveal the perception that CLT may not be appropriate in the Bangladeshi school 
context. While the proponents of CLT continued to argue that GTM was unsuitable for 
the development of communicative competence of learners (Dutta, 2006; Farooqui, 
2009), some leading academics based in English Departments of Bangladeshi 
universities argued that the GTM with its emphasis on literature, grammar, translation 
and literacy skills had a role to play in ELE in Bangladesh (Alam, 2007; Choudhury, 
2001; Siddique, 2004). There was also a reported gulf between policy makers and 
administrators on the one hand and policy implementers such as teachers on the other 
hand which was attributed to an authoritarian approach to policy formation and 
implementation (Abedin, 2013; Bolitho, 2012). An environment of mutual distrust 
between administrators and teachers, a concern over poor quality of education and 
declining standards, and debates over an appropriate pedagogy came to characterize 
ELE in Bangladesh (Abedin, 2013; Basu, 2013).  The NCTB responded by conducting 




serve as the blueprint for the textbooks, tests and teacher training programmes. The 
current study aims to analyze the new curriculum and explore its classroom 
implementation.  
2.3 Education and schooling in Bangladesh 
The education system in Bangladesh has three ‘streams’ or three kinds of schools: 
mainstream Bangla-medium schools, technical and vocational education schools and 
Madrasahs (schools for Islamic education). Bangla-medium schools, by far the largest 
section, is divided into primary education (from Grade 1 to Grade 5), and secondary 
education, which is further divided into junior secondary (Grade 6 to 8), secondary 
(Grade 9 & 10) and higher secondary (Grade 11 & 12) levels2. Primary and secondary 
schools in the mainstream Bangla-medium offer education in the Bangla medium with 
English being a subject like mathematics and science. The secondary levels have been 
the focus of recent ELE innovation and reform (discussed in 2.2). NC2012 is also 
introduced at the secondary level.  
English is an integral part of the curriculum in Bangladesh where Bangla is the native 
language for over 90% of the population (Banu & Sussex, 2001; Hossain & Tollefson, 
2007). Bangla is the medium of instruction from primary through tertiary levels. At 
higher levels of education though, English is increasingly adopted as the medium of 
instruction since books and references are mostly in English. Students’ proficiency in 
English in general is considered to be much lower than the expected level for any grade 
even though there are no set achievement targets. Graduates are reported to be 
unable to use English well for professional needs. The rural schools, in particular, are 
reportedly struggling to teach English well since they typically lack resources, and 
qualified teachers are hard to find (Hamid & Honan, 2012). Due to the limited exposure 
to English in Bangladesh, students mainly rely on textbooks as well as school teachers 
for language input, guidance for learning and exam preparation (Bashir, 2013). Passing 
English with a good grade is cited as the main motivation for learning English 
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(Farooqui, 2008). The dominant approach to teaching English in schools is discussed in 
2.2. Many students receive private tuition in small groups from their school teachers or 
private teachers to pass or get good grades in English (Hamid, Sussex, & Khan, 2009). 
Private tuition is generally regarded as very useful in improving exam grades.  
Secondary education in Bangladesh is centrally managed and administered by a 
number of Departments and Directorates within the Ministry of Education (MoE). The 
National Curriculum and Textbook Board (NCTB) of the MoE is responsible for the 
development of the curriculum, and the production and distribution of textbooks at 
primary and secondary levels. However, the fact that very few teachers received the 
Teachers’ Guides after the NC1995 was introduced (Farooqui, 2008) is an indicator of 
the shortcomings in its operations and the constraints the MoE is faced with. The 
situation had not changed much over a decade later, as TCGs were published in 2017, 
five years after the NC2012 had been introduced, and none of my participants in the 
three schools had any copies. There are, at present, eight Boards of Intermediate and 
Secondary Education that oversee the conduct of the high-stakes public examinations 
at the end of Grade 5 (PSC/PECE), Grade 8 (JSC), Grade 10 (SSC), and Grade 12 
(HSC). All exam boards follow the same content and question format to ensure 
uniformity. Rahman (2015) notes that these high-stakes national tests exert a strong 
influence on how English is learned and taught in Bangladesh. According to Hasan 
(2004): “…the prime concern of most students is scoring good marks in examinations. 
Teachers’ main duty is to prepare them so that they can do well in exams” (p. 126). In 
other words, classroom instruction is heavily influenced by examinations and what is on 
the test is usually what teachers and learners are interested in teaching and learning in 
the classroom. 
In the high-stakes national examinations, assessment of English is exclusively through 
written examinations that test students’ reading and writing skills and grammar 
knowledge. Research has identified this ‘paper and pencil’ mode of assessment as an 
impediment to the implementation of pedagogical changes in Bangladesh (Farooqui, 
2008; Siddique, 2004). In 2007, school-based assessment was introduced in grades 6 
to 9 but pen-and-paper exams still remain the dominant format (Begum & Farooqui, 




allocates 20 marks (15% of total weight) for classroom-based assessment of learners’ 
language skills and overall progress.   
For pre-service and in-service training of teachers, there are several providers in 
Bangladesh. Secondary teachers are mostly trained in the Teacher Training Colleges 
(TTCs). According to Bangladesh Bureau of Educational Information and Statistics 
(BANBEIS), there were 14 TTCs in the public sector and 104 in the private sector in 
2014 (BANBEIS, 2014). TTCs in the public sector are usually situated in cities, and 
possess better-qualified trainers and greater resources than the private-sector TTCs. 
All TTCs offer Bachelor of Education (B.Ed.) courses to practicing or aspiring teachers. 
In addition, Bangladesh Open University (BOU) offers distance BEd courses. The 
National Academy for Educational Management (NAEM) also runs short training 
programmes on their premises. Many of the training institutes outside the capital are 
short on staff and resources. Training tends to be short and their success is frequently 
reported to be modest (Hamid, 2010; Rahman, 2015). There are makeshift training 
centres set up by ELTIP and EIA but many of these centres were shut down after the 
projects ended (Hamid, 2010), and therefore had little long-term impact. 
Secondary teachers vary in qualifications and levels of training. Some have master’s 
degrees in a relevant discipline from a university while many others may only have a 
bachelor’s without any specialization. Teachers are paid low or modest salaries at 
primary and secondary levels resulting in low motivation and low job satisfaction, which 
discourages the brightest graduates from joining the profession (Haq & Islam, 2005). 
Many teachers resort to private tuition to supplement their income, a practice that has 
become established across the country (Hamid, Sussex & Khan, 2009). Private tutoring 
is often blamed for the poor quality of teaching in the classroom, because teachers 
engaged in providing private tuition reportedly do not find the time and energy to teach 
well in the regular classroom (Mahmud & Bray, 2017; Siddique, 2004).  
2.4 The NC2012 and pedagogical reform  
The NC2012 was introduced in Bangladesh to replace the 1995 National Curriculum 
(NC1995). The introduction of the new curriculum was preceded by the publication of 
NCPD2012 by the NCTB. According to Lavrenteva & Orland-Barak (2015), a curriculum 




pedagogies of language teaching and learning for a particular country or region” (p. 
653).  In the centralized education system of Bangladesh, the curriculum document can 
exert a great deal of power and control working as “the base of developing textbooks 
and other teaching materials as well as conducting teaching-learning activities” 
(Ministry of Education, 2012, p. 1). The aim of the study is to examine the reform 
messages that the NCPD2012 contains, and how teachers interpret and implement 
them. 
The NCPD2012 is 93 pages long and is divided into two main parts: the first part 
comprises sixteen sections and relates to all subjects which I refer to as the Core 
General Curriculum (CGC), while the second part presents the English curriculums for 
lower secondary grades 6-8 3 (ELC-LS) and secondary grades 9-10 (ELC-S). The CGC 
presents the rationale for the new curriculum, discusses the processes and the model 
of curriculum development, suggests many teaching techniques and strategies, and 
gives advice on assessment procedure (the content and structure of the curriculum 
document is shown in Appendix 1). ELC-LS and ELC-S are both divided into the 
following sections: introduction, objectives, terminal learning outcomes, “classwise” 
(=class-specific) learning outcomes, curriculum matrix, and guidelines for textbook 
writers. It is noteworthy that there is a lot of repetition from Grade to Grade: for 
example, the details of learning outcomes and the curriculum matrix for each grade 
build on those of the previous grade with only a few additions. The curriculum for each 
level is further divided into two parts called English Paper 1 and English Paper 2. The 
use of the word ‘paper’ to describe a subject is perhaps indicative of the influence of 
exams in the Bangladeshi education system.  
In the ‘Foreword’ to the NCPD2012, Kamaluddin, the Chair of NCTB, points out that 
“there are changes in teaching-learning activities, and ways of assessment” (ibid., 
2012, p.iii). However, the change messages are not presented in a systematic way. 
The suggestions and recommendations for teachers (as well as authors of textbooks) 
are presented in piecemeal fashion in different sections of the document. Then, there is 
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no clear set of principles or guidelines that teachers could draw on. Moreover, on the 
issue of pedagogy, the NCPD2012 seems to be ambivalent: it suggests the 
continuation with Communicative Language Teaching (CLT) but acknowledges the 
value of other teaching approaches: “there are positive sides as well as limitations in all 
teaching learning methods” (Ministry of Education, 2012, p. 25). It acknowledges the 
existence of a variety of methods – some of which are learner-centred and others 
teacher-centred – and leaves open the possibility that teachers might select appropriate 
techniques and methods according to the demands of the particular lesson. However, 
the suggested activities such as discussions, group work, debates, story writing, role 
play, question-answer and demonstrations along with a number of pedagogical 
recommendations (discussed in Chapter 2) clearly point to the importance attached to 
learner-participation and a move towards a more learner-centred pedagogy. Also, with 
reference to the objectives of learning English, it highlights the “need for learning 
English for communication” because “being able to use the language for effective 
communication in real life situations locally and globally has become the prime purpose 
for learning English” (p. 35). The prescribed English for Today textbooks (first published 
in 2000 and revised in 2012) state in their Preface that their aim was integrating an 
“effective communicative approach” with “existing traditional methods” as well as 
emphasizing “practicing language skills through a variety of meaningful activities” 
(NCTB, 2012b).   
Since the present research explores the ways teachers experience and respond to the 
changes in pedagogy and assessment in NC2012, it is crucial first of all to identify the 
pedagogical proposals through a systematic analysis of the NCPD2012. Chapter 5 of 





CHAPTER 3: LITERATURE REVIEW 
3.0 Introduction 
This section reviews the literature on curriculum innovation/reform in education which 
serves as the theoretical background for the analysis of ELE reform in Bangladesh.   
Markee (1997) defines curriculum innovation as “a managed process of development 
whose principal products are teaching (and/or testing) materials, methodological skills, 
and pedagogical values that are perceived as new by potential adopters” (p. 46). This 
definition captures several key areas and dimensions of change that this thesis aims to 
investigate in relation to ELE in Bangladesh. Innovation scholars such as Fullan (2015) 
and Rogers (2010) identify various models and strategies of change, as well as discuss 
the challenges and key factors for change implementation. This chapter will first 
examine rationales for change. It will then discuss the models and change strategies 
put forward by innovation scholars (3.2), challenges to educational change (3.3), major 
dimensions of change (3.4), teacher cognition and curriculum reform (3.5), and ELE 
reform initiatives in Bangladesh (3.6).  
3.1 The rationales for change 
A common motivation for curricular innovation is a sense of dissatisfaction with the 
status quo (Kennedy, 1988; Waters, 2009). Indeed, many ELT reform initiatives have 
been driven by the perceived limitations of existing pedagogy in developing proficiency 
in English, seen as crucial in the context of globalization (Ahn, 2011; Hu, 2002; Kirkgöz, 
2008; Seargeant, 2009). However, stakeholders often have varying levels of 
dissatisfaction with existing practices arising from different sources, and therefore they 
may not fully agree on any ideal solution to the problems they perceive (Kennedy, 
1988). This calls for compromise and negotiation among all participants in the system 
“so that all participants are satisfied with the outcome” (ibid., p. 336).  
Recognition of the need for change and the proposal for solutions may come from 
sources internal or external to the system. Rogers & Shoemaker (1971) categorize 
innovations into four types: immanent change (internal self-motivated change), 
selective contact change (internal recognition of need, external solutions), induced 




contact change (external recognition of need, external solutions). Markee (1997) views 
these four types as forming a cline from the ‘deepest’ level to the ‘shallowest’ level of 
change in terms of the level of responsibility and ownership end-users have for 
identifying problems and finding solutions. ‘Immanent change’ represents the deepest 
level of development since teachers act as change agents and therefore take 
ownership of the change. At the other end of the cline is ‘directed contact change’ 
which “typically results in low levels of ownership and shallow development” (ibid., p. 
49). The two other types – ‘induced immanent change’ and ‘selective contact change’ -- 
represent intermediary levels of development. In practice, ‘directed contact change’ has 
been the type most frequently adopted in ELE aid projects (ibid., 1997, p. 49) as in the 
case of Bangladesh (discussed in 2.2). In this type of change, the change rationale 
must be clear and convincing to the stakeholders, because “If an innovation’s goal is to 
improve education, arguments need to be made for why and how the innovation will 
lead to an improvement” (Todd, Darasawang & Reinders, 2015, p. 160).  
3.2 Models and strategies of change 
Several different models and strategies are found in the curriculum innovation literature. 
Many change initiatives in ELT have followed what Markee (1997) calls a centre-
periphery model of change. In this model, developed countries and senior ministry level 
officials representing the ‘Centre’ have the power and authority to promote educational 
change while teachers representing the ‘Periphery’ are supposed to implement the 
policy in the classroom (ibid.). Policy makers commonly use a ‘power-coercive’ strategy 
of change and use rewards and penalties to ensure that individuals at the lower level of 
the hierarchy comply with the dictates of the policy (ibid.). An advantage of this model 
of innovation is that, when coupled with the strategy of rewards and sanctions, it can 
bring about large-scale changes in a short time (ibid.). However, the same strategy may 
backfire in the long term since implementers, once the sanctions and rewards are 
removed, usually revert to what they were doing before the change was imposed 
(Smith and Lovat, 2003). Despite its potential to effect rapid change initially, over time it 
may be hard to sustain the change. Another problem is that this model of change may 
be seen as an imposition and in cases where change is perceived as incompatible with 
beliefs, values, status, and so on of stakeholders, the innovation is likely to meet with 




down approach to change, teachers are considered as the “rank and file implementers 
of change”, while bureaucrats are “designers and advocates of change” (p. 112). Such 
changes rarely take teachers’ perspectives or expertise into consideration: they are 
asked to implement change that has already been set in motion. Despite the stated 
shortcomings of top-down impositions, most reform initiatives taken by governments, 
other large, centralized organizations and aid agencies in developing countries such as 
Bangladesh have adopted this approach to innovation in ELT (Bolitho, 2012; Canh & 
Barnard, 2009; Waters, 2009).  
This model of change may be contrasted with the Research, Development and 
Diffusion (RD&D) model, which usually adopts empirical-rational change strategies on 
the premise that if high quality products are made available to users and the rationale 
explained to them, the product will be adopted (Markee, 1997). This model has been 
frequently adopted in developed nations such as the Unites States, Canada, the UK, 
and Australia -- countries that have a tradition of decentralized educational 
management (ibid.). Rational empirical strategies may also fail due to situational 
constraints. Markee (1997) notes that the biggest disadvantage of this approach is that 
it “mistakenly assumes rational argument to be sufficient to persuade potential users to 
accept change” (p. 65) and that it loses sight of sociocultural constraints, systemic and 
personal factors, and the attributes of innovations, which are no less important than 
rational argument in determining an innovation’s success or failure.   
Another prominent model of innovation is the problem-solving model in which change is 
initiated bottom-up, that is, by the people who work at the grass-roots level as opposed 
to the other two models of change which represent top-down change. In this model, 
teachers are seen as powerful change agents and their personal beliefs and values are 
acknowledged as central to their actions. This model typically uses a “normative-
reeducative strategy” of change (Markee, 1997, p. 67) meaning that any change in 
teachers’ classroom behaviors and values is seen to require deep ideological change. 
The bottom-up nature of this model is ideal for promoting a sense of ownership among 
practitioners (ibid.). In ELT, action research has emerged as an approach to solving 
problems that teachers face in day-to-day teaching. This “places the development of 
theory in the hands of the practitioner” (Crookes, 1997, p. 73). Despite this obvious 




although a problem-solving approach to innovation includes the essential component of 
teacher involvement, its effectiveness is often limited by a lack of resources and 
external support.      
The discussion so far has separately considered the major models of innovation and 
associated change strategies but there may be overlaps between these change models 
and associated strategies (Waters, 2009). For example, the Centre-Periphery model 
may be promoted through a rational-empirical strategy while the RD&D model can also 
be paired with power-coercive change strategies in centralized education systems. 
Again, given the complex nature of change processes, a combination of several 
models, known as the “linkage” model, is also possible (Markee, 1997). The benefits of 
a combined approach for the diffusion of curricular innovation are recognized by 
scholars such as Crookes (2003) and Schwartz (2002) who call for collaboration 
between interested teachers and funded researchers by using RD&D and problem-
solving models in combination. However, in practice the Centre-Periphery model of 
change has been favoured in most cases in combination with a power-coercive 
strategy, particularly in contexts with centralized educational systems (Canh & Barnard, 
2009; Kennedy, 1999). Kennedy (1999) provides a reason for this tendency:      
…there seems little alternative to a top-down approach when changing national 
systems of education if there is to be an attempt at some form of uniformity and 
standardization in teaching and assessment across schools. (p. 1) 
Indeed, an emphasis on uniformity and standardization can limit the choice of models 
and strategies of change, particularly in the context of centralized educational systems 
such as the one in Bangladesh. There are various other factors that facilitate or impede 
change implementation which will be considered in the next section.         
3.3 Challenges to educational change   
Implementing educational change is no easy task because, as Fullan (2015) argues, it 
requires dealing with “difficulties related to planning and coordinating a multilevel social 
process involving thousands of people” (p. 69). Fullan describes three broad phases to 
the change process: initiation, implementation, and institutionalization. Phase I 
(initiation) is when a decision is adopted for change. Phase II (implementation) refers to 




refers to “whether the change gets built in as an ongoing part of the system or 
disappears by way of a decision to discard or through attrition” (p. 50). He argues that 
the challenges involved in the process of educational change vary from phase to phase 
(ibid., 2001), and that what is needed at the outset is the formulation and adoption of a 
policy outlining the objectives and rationales for change, and planning for 
implementation. This often involves “top-heavy strategic planning” (Bolitho, 2012) such 
as dialogues, product development and legislation leaving little time to get to know 
grass-roots views on the planned changes, or as Fullan (2015) notes, to take due 
notice of the issues that come into play during the implementation of the policy.   
Figure 1.1: Three phases of the change process (Fullan, 2015, p. 56)  




Many attempts at policy and program change have concentrated on product 
development, legislation, and other on-paper changes in a way that ignored the fact 
that what people did or did not do was the crucial variable (p. 70). These distinctions 
are particularly relevant to the present study, for as I discuss in 3.6, it has been 
common in Bangladesh for innovations to be initiated but not fully implemented. Often, 
change initiatives are not persisted with, and therefore these do not have a chance to 
become institutionalized (Rahman, 1999b). This thesis examines the products (e.g. 
curriculum documents, textbooks) as well as the practices in the latter two stages of the 
change process concerning the NC2012. A focus on practices is necessary because 
curriculum implementation ultimately boils down to how teachers and learners behave 
vis-à-vis the new curriculum.  
Many different factors can have an impact on the extent to which teachers adopt and 
implement change in their classes. Fullan (2015) identifies several factors which he 
puts into three main categories: characteristics of the innovation or change project, 
local factors, and external factors. He mentions four factors related to the 
characteristics of change: need, clarity, complexity and quality or practicality. First, 
institutions tend to face a range of improvement agendas at any point in time. Teachers 
will have little motivation to effect a particular change if they believe that there are other 
more pressing needs. Second, clarity regarding the objectives and means of innovation 
is crucial for its successful implementation because, in some cases, teachers may have 
the desire to improve teaching and learning, but they may not know what they need to 
do differently in order to bring about the desired outcome. Third, complexity refers to 
the difficulty and extent of change required of the individuals responsible for 
implementations in terms of the skills required and the degree of alterations needed in 
beliefs of implementers, and in the use of materials, for example. Fullan argues that 
large scale changes may create problems for implementation, but they tend to achieve 
more than the simpler change initiatives because the stakes are higher and more effort 
is demanded from everyone concerned. Finally, high quality teaching and training 
materials, along with a deeper understanding of the required change in teaching 
behavior, are critical to the substantial and sustained implementation of innovation. 
Similar points have been made by Rogers (2010) in relation to change characteristics. 




complexity, trialability and observability. ‘Relative advantage’ is the degree to which an 
innovation is perceived to be better than the one it replaces in terms of efficiency, 
prestige, convenience or satisfaction. If teachers perceive that the innovation is more 
advantageous compared with existing practices, they are likely to quickly accept it. It 
appears that ‘relative advantage’ relates to ‘need’ in Fullan’s change characteristics, 
since the attempted change is likely to be perceived as necessary or unnecessary in 
terms of its relative advantage. ‘Compatibility’ is the degree to which an innovation is 
perceived as being compatible with the existing values, beliefs and attitudes of the 
adopters. The more compatible with beliefs and values an innovation is, the higher its 
likelihood of being incorporated. Scholars such as Holliday (2005) and Bax (2003) point 
out that an innovation will be more or less compatible depending on the context and 
culture in which the change is implemented. As for ‘complexity’, Rogers uses the term 
to refer to the lack of clarity and to argue that innovations that are simpler to understand 
are adopted more readily than those that require teachers to develop new 
understandings. In this sense, her idea of ‘complexity’ differs from Fullan’s, who views 
complexity positively in terms of the degree of challenge involved and the extra effort 
required, which drives the innovation forward. ‘Trialability’ is the degree to which an 
innovation may be broken down for trial. An innovation that is trialable represents less 
uncertainty or anxiety to individuals because they are able to learn through the initial 
experimentation. Finally, ‘observability’ is the degree to which the results of an 
innovation are visible to others. If the results of the innovation can be easily observed 
and communicated to others, the rate of adoption will be higher. To sum up Rogers’ 
(2003) points, curriculum innovations that are perceived by implementers as having 
higher relative advantage, compatibility, trialability and observability and less 
complexity will be accepted more rapidly than other innovations or existing practices. 
The innovation characteristics described by Fullan (2015) and Rogers (2010) are 
relevant to my research on ELE curriculum reform in that teachers’ attitudes, 
understandings and teaching practices will interact with the characteristics of the 
reform. While all of these characteristics deserve attention in planning, implementing, 
and evaluating curriculum change, I consider three of them to be of utmost importance 
in my context. The first one is the perceived or actual ‘need’ for the reform. In the 
context of ELT reform initiatives in Bangladesh, for example, it has been reported that 




did not assess students’ communication skills (Rahman, 2009). The second 
characteristic is ‘clarity’: many studies have found curriculum texts to be vague and 
ambiguous which affected the implementation of reform (e.g. Bergqvist & Bergqvist, 
2017; Graybeal, 2010). Clarity may also be affected if teachers receive conflicting and 
contradictory change messages. Bergqvist & Bergqvist (2017) stress the point that the 
reform message has to be communicated clearly and different sources of the message 
have to be aligned. The third characteristic is compatibility: many CLT-oriented reform 
initiatives suffered because of incompatibility between the principles of CLT and local 
teaching learning cultures. For example, the teacher’s and learners’ roles in CLT were 
seen to be incompatible with the traditional roles of teachers and learners in contexts 
such as Turkey (Kırkgöz, 2008) and Bangladesh (Chowdhury & Le Ha, 2008; Siddique, 
2004).  
According to Fullan (2015), the factors discussed above cannot be resolved during the 
initiation stage since they only reveal themselves clearly once the implementation is in 
progress. The present study set out to examine these factors in relation to the 
implementation of the NC2012. In addition to the characteristics of the innovation, there 
are ‘local factors’ related to the organization or setting in which people work that may 
represent situational constraints or opportunities for effective change. Focusing on the 
North American contexts, Fullan (2015) identifies the following as local factors:  the 
school district, board and community characteristics, the principal, and the role of 
teachers. First, the support of central administrators is essential for district-wide change 
implementation. Individual change initiatives without a central support system cannot 
lead to major change. Second, communities and school boards might work in 
cooperation with the school district and central administrators or they might show 
reluctance to change initiatives; in other words, they might facilitate or block change. 
Third, the principal or school head strongly influences change processes even though 
many do not play instructional roles. Finally, individual teacher characteristics as well 
as collective and collegial factors determine how successful change implementation will 
be. Some teachers by virtue of their previous experience, personality and stage of 
career will be more change-oriented than others. The roles of many of these local 
factors deserve critical scrutiny in the context of ELE reform in Bangladesh and are 




The support teachers receive is widely regarded as the most crucial factor for 
educational change implementation. Focusing on the TESOL aid projects of the 1980-
1990s, Wedell (2003) attributes their limited success to “change planners’ failure to 
adequately consider what support classroom teachers will need, when, and for how 
long” (p. 439) in trying to implement new classroom practices. Government and other 
agencies which influence and support schools with the implementation of educational 
change are categorized as ‘external factors’ by Fullan (2015). The school is situated in 
the broader society and is supported and influenced by the offices of the Ministry of 
Education and in some cases by outside agencies such as the British Council.  
However, there are no school boards in Bangladesh – there are education boards 
which are responsible for conducting the public examinations. Also, as Rahman (2008) 
notes, there is hardly any involvement of communities in curriculum implementation in 
Bangladesh. The role of teachers and the school head, and support of central 
administrators for teachers are therefore even more critical to the success of change 
implementation in a context like Bangladesh. Innovation scholars argue that workshop 
training sessions may be arranged to help the school heads to gain some 
understanding of the change processes and thus enable them to provide the necessary 
support to teachers as facilitators of change (Fullan, 2015; Wedell, 2012). Apart from 
the heads, English teachers will also need cooperation from other teachers, particularly 
those teaching other subjects. Wedell (2012) points out that pedagogical changes are 
more effective when introduced across all subjects, not just to English.  
3.4 Dimensions of change: methods, materials, 
assessment, and teacher education 
Educational change often involves the promotion of new teaching & learning 
approaches and is usually implemented via the following media: the provision of new or 
revised materials; the publication of teachers’ guides and the provision of teacher 
education/training programmes; and examinations reform (Bolitho, 2012; Fullan, 2015; 
Mathew, 2012).  
In curriculum innovation literature, teachers are recognized as key change agents (Borg 




teachers must play a major role since they work at the grassroots level by engaging 
with the students on a daily basis. As Hyland & Wong (2013) clarify:    
…it is the EFL teacher who decides what innovations find their way into the 
classroom: how new methods are implemented, new technologies deployed 
and new textbooks used. Innovation can, and should be supported from above 
and forced through by clear policies, adequate funding and professional 
development initiatives, but if teachers have not fully embraced the concepts, 
then the innovation will die. (p. 2) 
Innovation moves through several ‘messy’ stages during which change messages get 
diluted with “reinterpretations and additions made along the way” (Hyland & Wong, 
2013, p. 2). Teachers get different versions of the same policy and will be motivated to 
varying degrees. Faced with such complexity and multiplicity of change interpretation, 
how teachers act vis-à-vis the curriculum will be determined by their beliefs and 
understanding mediated by various contextual factors (Borg, 2006).     
This thesis evaluates the implementation of the NC2012, which aims to promote a 
learner-centered and communicative pedagogy in teaching English at the secondary 
level in Bangladesh. The curriculum makes a number of recommendations for change 
(discussed in Chapter 5) that address the materials, assessment, teachers’ knowledge 
and skills, teaching methods, and the provision of teacher training. This section will 
focus specifically on these dimensions of change that together constitute curriculum 
renewal in language education.   
3.4.1 Textbooks 
Textbooks play a pivotal role in organizing teaching and learning activities in many 
foreign language classrooms around the world (Akbari, 2008; Farooqui, 2009; Forman, 
2014; Guerrettaz & Johnston, 2013). Wada (2002) conducted a survey with 1200 
secondary school English teachers in Japan that reveals that teachers’ top-ranked goal 
was to teach the contents provided in the coursebook. In many contexts, as Harwood 
(2014) observes, “textbooks constitute the syllabus, teachers being expected to follow 
them more or less faithfully, with end-of-course exams being based exclusively on 
textbook content” (pp. 1-2). Harwood’s observation appears to apply to the Bangladeshi 




and work on activities which are important for the exams (Farooqui, 2011). The role of 
the textbook has been central to ELE reform in Bangladesh, and like the previous 
curriculum produced under ELTIP, NCPD2012 too lays out detailed guidelines for the 
publication of new textbook materials.   
In the context of diffusion of innovation, textbooks serve many useful purposes. Firstly, 
they can help teachers align their teaching with curriculum principles. As Richards 
(1998) notes, a textbook provides a map that lays out the content of the lesson and 
provides a structure for the entire course. For this reason, the textbook is considered to 
be necessary for teachers to understand and routinize change. Second, textbooks, 
through their provision of language samples as well as activities for language use, can 
motivate as well as support teachers to implement a new curriculum (Hutchinson and 
Torres, 1994). The introduction of a new textbook relieves teachers of the sole 
responsibility for designing materials and tasks, saves them work and frees up time that 
they can devote to understanding and implementing the curriculum. In the view of 
teachers, as reported in Hutchinson and Torres (1994), the textbook “saves time, gives 
direction to lessons, guides discussion, facilitates setting of homework, making 
teaching easier, better organized, more convenient” (p. 318). Third, textbooks can 
contribute to teacher development through directions and guidelines for teachers 
(Hutchinson and Torres, 1994). One of the aims of this thesis is to examine the role of 
prescribed textbooks in implementing the NC2012. 
Given the potential usefulness of textbooks in the context of curriculum reform, the 
content and activities in them deserve critical scrutiny. Appropriate textbooks can 
without doubt be a key factor in successful change implementation. As McGrath (2013) 
notes, “the more engaging the content, the more likely it is to stimulate communicative 
interaction” (p. 4). However, poorly written and inappropriate textbooks will defeat the 
purpose of reform. For example, when textbooks are dull, students may respond 
playfully with side topics that stray from the main order of business (Van Lier, 1988). 
Andon & Wingate (2013) argue that the lack of what they call situational, interactional, 
and personal authenticity and of an appropriate level of challenge in modern foreign 




foreign language study after key stage 34. In the present study, the content and 
activities of textbooks that the teachers use are analyzed in the light of curriculum 
guidelines. 
Since there might be a gap between curriculum guidelines and the prescribed materials 
or texts, it is important to examine the extent to which official textbooks align with the 
curriculum. Macalister (2016) points out that there are contexts in which “the 
coursebook is accepted as the curriculum, [but] remains largely unexamined” (p. 42). 
Also, teachers may not use the materials in ways that correspond to the intentions of 
the materials designer (McGrath, 2002). One reason is, as Ball & Cohen (1995) 
explain, “Teachers necessarily select from and adapt materials to suit their own 
students” (p. 6). This may result in “varying patterns of textbook usage” (Harwood, 
2014, p. 11) as well as in gaps between curriculum developers’ intentions for learners 
and what actually happens in lessons. In curriculum innovation, textbooks can be seen 
as representing the “proposed curriculum”, i.e. the official curriculum, as opposed to the 
“enacted curriculum”, i.e. the curriculum in practice (Harwood, 2014). This study 
examined what happens when teachers and students engage with the textbooks in 
specific school contexts, why and how they adapt or omit the activities in them and 
what implication such practices may have for student learning. 
Materials use is shaped by both cognitive and contextual factors (Tomlinson & 
Masuhara, 2004). Tomlinson & Masuhara (2004) have cited teaching style and 
teachers’ beliefs about learning and teaching as reasons for materials adaptation. 
Humphries (2014) observes that some of the Japanese teachers of English in his study 
perceived their own English skills to be inadequate to implement communicative 
activities in the classroom. They also reported their fear of losing face in front of their 
students if they made mistakes. This led to their avoidance of communicative tasks 
while using the coursebook. There might be variations in the way textbooks are used by 
experienced and inexperienced teachers, too. Tsui (2004) finds that less experienced 
teachers tend to depend more heavily on a core textbook in their day-to-day teaching 
                                                     
 
4 Key stage 3 refers to the three years of schooling in England and Wales normally known as 




while their more experienced colleagues differentiate between materials, the 
curriculum, and instruction, drawing upon a wider variety of materials resources. 
McDonough, Shaw & Masuhara (2013) point out feelings of incongruence among 
teachers involving the materials, teaching contexts, course requirements, learners, and 
teachers’ teaching styles and beliefs about learning and teaching. In such cases, 
teachers may respond by using a range of techniques of materials adaptation: adding, 
deleting, modifying, simplifying and reordering. Wette (2010) reports on lesson 
alterations by teachers in response to “learners’ developmental and affective needs” (p. 
570). One purpose of the present study was to explore how teachers interpret and 
implement textbook activities and the factors that may possibly lead them to adapt 
materials.          
3.4.2 Teachers’ guides and teacher training in the diffusion of 
innovation 
In the context of educational reform and innovation, publication of textbooks is often 
accompanied by the production of teachers’ guides. Richards (1998) argues that 
teachers’ guides can function as teacher training manuals by giving detailed advice on 
how to use a particular approach. It helps teachers in conducting classroom activities 
such as doing pair work and group work and by providing them with advice on how to 
do error correction and alternative ways of teaching grammar, for example (Richards, 
1998). Hutchinson and Torres (1994) claim that teachers’ guides can support teacher 
learning by making explicit what the lesson could be like. This is particularly the case in 
the context of training inexperienced teachers to develop teaching skills (Richards, 
1998, p. 130).   
Using teachers’ guides as part of teacher training and diffusion of change has its 
limitations too, however. Harwood (2014) says that “poorly written guides will lead to 
poor textbook use” (p. 9). On the basis of an evaluation of a selection of teachers’ 
guides, Coleman (1986, p. 31, cited in Harwood, 2014, p. 9) concludes that “many 
[guides] appear to be little more than incidental afterthoughts [. . .], that far less care 
seems to have gone into their creation than into the materials for learners”. In the case 
of the ELTIP project in Bangladesh, teachers’ guides were available only to those 




not get a copy (Adil, 2016, personal communication). Again, as part of the introduction 
of the NC2012, new textbooks were produced but the teachers’ guides were published 
years later. Where teachers’ guides are a part of the package, Coleman (1986) 
stresses the need for an evaluation of them to find out the extent to which the guides 
help teachers in implementing the textbook and the curriculum. In this regard, 
Cunningsworth & Kusel (1991) suggest a list of criteria that teachers can use to 
evaluate teachers’ guides. Their list includes criteria for both global appraisal of the 
general principles which the materials are based on and for detailed evaluation of the 
way the teachers’ guides deal with different aspects of the course (e.g. objectives, 
content, cultural loading) and with how each unit should be taught (i.e. procedural 
guidance). They also argue that teachers could establish their own evaluation criteria 
and the findings could be used for improving upon the teachers’ guides. Gearing (1999) 
puts forward what she claims to be a ‘teacher-friendly’ evaluation checklist for teachers’ 
guides developed mainly for teachers with limited teaching experience and low 
proficiency in English. Her list consists of 25 closed questions related to the author’s 
assumptions about the teachers’ knowledge and experience, about lesson planning, 
implementation and evaluation, about teacher development, and about technical points 
about the teachers’ guides. According to her, the strength of the list is that teachers can 
weight the questions according to their priorities and teaching situations. The present 
study considers the role of teachers’ guides in the implementation of the new 
curriculum and examines whether and to what extent the English teachers use them in 
planning and delivering their lessons.   
Teacher training programmes are also seen as vital for curriculum renewal 
(Kumaravadivelu, 2012). The goals of training programmes include orienting teachers 
to the principles of the new curriculum, developing their skills and thus equipping them 
to implement the curriculum. Changes in materials and methods usually affect the roles 
of teachers and learners and might clash with how they believe teaching and learning 
should be conducted. Any conflict with teachers’ existing beliefs can reduce the 
possibility that the innovation will be successful. Teacher training programmes therefore 
need to engage with teachers’ beliefs and help them adapt and accommodate new 
ideas into their teaching (Borg, 2011; Kırkgöz, 2008) as well as design new ideas and 




implementation should therefore involve an evaluation of the teacher training 
programmes from the perspective of the teachers.  
Training programmes may vary in their aims, scope, methodologies and relevance. 
Short and intensive courses are reported to have little impact in promoting lasting 
change (Hasan, 2004; Lamb, 1995; Mathew, 2012; Nunan, 2003). This has led teacher 
educators and researchers to call for continuous support and opportunities for 
professional development (Lamb, 1995; Richards & Farrell, 2005). Short training 
programmes are common where often a transmission model of training is adopted, as 
seen in ELTIP in Bangladesh (Hamid, 2010). This fails to promote reflective practices 
or inquiry-based learning, often resulting in shallow understanding of innovation 
rationales and little skill-development (Carless, 1998; Johnson, 2015; Kırkgöz, 2007). 
There is also a potential for mismatch between teachers’ needs and training provisions. 
Differences between the training context and the teaching context can make training 
less effective for teachers (Harwood, 2014). Johnson (2013) argues that the activities in 
teacher education programmes need to be scrutinized in terms of what type of support 
is provided to teachers and how teachers are expected to engage in such programmes. 
She suggests that teacher education programmes will be relevant and effective in 
mediating teachers’ beliefs and practices only when there is scope for prolonged and 
sustained dialogic interactions between teacher educators and teachers (Johnson, 
2015). This study aims to explore teachers’ perceptions of their own teaching, of their 
training experiences and their current or future needs in the context of curriculum 
implementation.    
3.4.3 Assessment 
Assessment, identified as one of the main points of entry for educational change, is an 
area that proves to be the most conservative as well as the most powerful in the 
context of change implementation (Bolitho, 2012). The power of tests is evident in 
research studies that find strong correspondence between what is tested and 
classroom teaching and learning practices (Hu, 2002; Rahman, 2015). It has been 
reported that the introduction of CLT has failed to bring about desired changes in 




mismatch between the principles of the innovation and existing assessment practices 
(Hu, 2002; Siddique, 2004). Hayes (2012) makes the point emphatically: 
Given that the importance of success in these examinations for students – and 
for teachers, who are judged by their students’ success – is widely 
acknowledged in society, one wonders why educational administrators, who 
have themselves been through this very system, fail to see that reform of 
classroom pedagogy will not happen unless changes are made so that the 
examinations test students in a manner consistent with the way innovators 
propose that they should be taught. (p. 53) 
There have been attempts in recent years to overcome the harmful washback effect of 
traditional modes of assessment and feedback. In many contexts, outcome-based 
assessment and ‘alternative assessment’ such as portfolio-based assessment, 
collaborative project work, harnessed with formative feedback have been introduced 
along with the revision of textbooks, approaches to teaching and teacher training and 
evaluation (Darasawang & Reinders, 2015; Richards & Renandya, 2002). However, 
assessment reform at the policy level does not guarantee its effective implementation. 
Brindley (2008) discusses the problems involved in relying exclusively on tests for 
educational reform. He argues that “The imposition of high-stakes tests without 
adequate accompanying professional development resources is likely to engender the 
narrowing of the curriculum” (p. 369). What he means is that, in contexts where test 
results are used by the authorities for evaluation purposes to reward or blame teachers, 
teachers tend to use more test-like activities in class, and in the process the desired 
outcome of the innovation/reform is not achieved. Xu & Liu (2009) point out that the 
effectiveness of the reform rests on three structural conditions of teacher knowledge: 
teachers’ prior assessment experience, power relationships in teachers’ workplace, and 
the specific contexts in which assessment takes place. It is believed that teachers need 
sustained professional development support before they can successfully embed 
formative assessment in their teaching (Bennett, 2011; Leung, 2004) and they also 
need time to put their knowledge into practice (Bennett, 2011). Recent assessment 
reform initiatives in Bangladesh mainly involved the introduction of school-based 
assessment of listening and speaking skills, alternative assessment such as the use of 




was to examine teachers’ knowledge and experiences of these relatively new modes of 
assessment which form a critical component of the NC2012.  
3.5 Reviewing ELE reform initiatives in Bangladesh  
In the centralized education system of Bangladesh, the introduction of a communicative 
curriculum in 1995 is described as a top-down imposition on English language teachers 
and learners (Rahman, 1999a). The donor-funded change initiatives discussed in 2.2 
have typically used a ‘centre-periphery model’ of change (Markee, 1997; Rahman, 
1999a). Rahman (1999a) argues that ‘power-coercive’ change strategies have been 
dominant in early innovation as schools are obligated to implement the curriculum in 
line with the government’s mandate. In addition, the use of a ‘rational empirical’ 
strategy is also evident in the way the need for CLT has been explained in textbook 
prefaces. Teachers have also attended lectures briefing them on the principles of CLT 
in short in-service teacher training programmes (Hasan, 2004). The need and rationale 
for change came from the policy makers and foreign donors rather than the teachers or 
learners. In this sense, the innovation can be termed as a ‘directed contact change’. In 
terms of the rationale for change, the latest reform of 2012 in Bangladesh appears to 
be a case of ‘selective contact change’ as it claims to be a response to teachers’ 
preferences and learners’ needs. It adopts a predominantly Centre Periphery model of 
change as it is handed down by the MoE to teachers and learners below. Nevertheless, 
teachers are supposed to play an active role in the implementation of reform as the 
curriculum encourages teachers’ problem-solving and, if deemed necessary, change of 
methods: “While teaching if she or he understands that learners are not learning in a 
certain method, she or he instantly can change it for a different one” (Ministry of 
Education, 2012, p. 25). The NC2012 is the focus of the current study and the details of 
this new curriculum are presented as data in Chapter 5. 
The past ELE reform initiatives in Bangladesh exhibit a number of characteristics. 
Firstly, they tend to justify reform by means of a critique of existing practices in schools. 
Terms such as ‘teacher-centred’, ‘traditional’, ‘grammar translation pedagogy’, and 
‘passive learning’ are often used in a negative sense, which might marginalize previous 
good practices in schools. Indeed, several studies point out the relevance and benefits 
of commonly used techniques such as grammar instruction, translation and the 




Secondly, as Hamid (2010) observes, there has been a lack of continuity from one 
reform to another. For example, EIA which followed ELTIP did not build on existing 
teacher training facilities and resources but instead put in place new materials, and new 
training programmes. Thirdly, reform initiatives in Bangladesh have been dominated by 
the rhetoric of change rather than any concrete operational details. The setting of new 
aims and objectives are rarely backed up by the allotment of adequate resources and 
the development of adequate infrastructure (Hamid, 2010). Finally, assessment has 
largely remained immune to change until the NC2012 which aims to promote formative 
assessment.  
The impact of the past reform initiatives is yet to be studied on a large scale. 
Preliminary studies and publications based on the innovation efforts point to mixed 
results. Some studies suggest significant improvement in teaching while others reveal 
limited success in changing pedagogy. Khan (2002), for example, conducted research 
with 40 English teachers in an urban context through interviews and focus group 
discussions. She found that teachers had developed a positive attitude to CLT and had 
reported to be using communicative activities in their classrooms. However, Khan’s 
(2002) findings do not derive from classroom observations. When compared with 
findings from other studies, a different picture emerges. Sinha’s (2006) survey on the 
attitudes of English language teachers to CLT and the EFT textbook revealed that 
teachers were facing significant challenges in using the textbook communicatively. 
Similarly, Farooqui’s (2009) case study research on English language teachers from 
both urban and rural areas demonstrated mixed responses to the suitability of the EFT 
textbook and CLT. Hamid and Baldauf (2008) depict a dismal picture of ELT in the 
context of rural Bangladesh as students fail to demonstrate expected levels of 
proficiency for their age and grade. The introduction of a new national curriculum in 
2012 acknowledges the weaknesses of previous curricula and recommends periodic 
evaluation of its implementation. It is in this spirit of evaluation that the current study is 




CHAPTER 4: RESEARCH DESIGN AND 
METHODOLOGY 
4.0 Introduction  
This chapter discusses the methodological approach adopted for the study. More 
specifically, it discusses the research paradigm (4.1), the choice of an approach (4.2), 
the research tradition (4.3), sampling procedures (4.4), means of data collection (4.5), 
and data analysis techniques (4.6) for the present research. It also considers quality 
criteria (4.7) as well as ethical issues (4.8). It provides rationales for the particular 
choices made and explains the role of the researcher throughout the research process.      
4.1 The research paradigm 
The present study explores Bangladeshi EFL teachers’ use of prescribed materials and 
tests associated with the revised national curriculum 2012. This entails a non-
experimental, non-manipulative set of research procedures carried out in naturalistic 
settings. The research also attempts to uncover teachers’ beliefs and understandings in 
relation to the aims, objectives and pedagogical recommendations of the curriculum 
document and the textbooks. These objectives and the adopted research procedures 
situate the study within the paradigm of interpretivism or constructivism. Constructivism 
is a research philosophy that believes that there is no universally agreed upon reality or 
universal truth; rather, there are multiple realities or versions of truth arising out of the 
multiple subjective realities that individuals experience in dealing with their contexts 
(Paltridge & Phakiti, 2015). For teachers confronted with pedagogical reform, the 
everyday realities of teaching are likely to be varied depending on their perceptions and 
subjective understandings of their teaching contexts. My role as a researcher within the 
paradigm has been to present the subjective realities of teaching as teachers 
experience them without allowing my personal preferences or biases to come in the 
way. Nevertheless, my analysis of curriculum documents and textbooks, and my 
interpretations of participants’ interpretations of their classroom practices, have 
inevitably been influenced by my own understandings and meanings. According to 
Brogden (2010), the context of that which is being researched and the context of the 




(p. 322). She points out that “The presence of the double hermeneutic creates an 
additional space of interpretation that is neither that which is being researched nor the 
researcher…” (p. 323). I therefore have tried to provide enough contextual details so 
that readers can reconstruct the meanings and interpretations for themselves. In 
section 4.7, I discuss my role as a researcher along with quality criteria in greater detail.            
4.2 The research approach: A qualitative inquiry  
Within social science research, two broad paradigms are often contrasted. Quantitative 
approaches adopt an objective, inferential, deductive approach which deals with hard 
numerical data along with standardized assessment techniques (Creswell, 2014). In 
contrast, the qualitative tradition underlines an open-ended, subjective, exploratory and 
inductive line of inquiry (ibid.). Qualitative data reflects the complexity of the 
phenomenon under study, and therefore qualitative studies are considered effective 
when exploring new and uncharted areas (Croker, 2009). This study adopted a broadly 
qualitative approach because the aim was to explore teachers’ knowledge and 
understandings of the approaches and methodologies promoted in the curriculum 
documents and teaching materials, as well as their classroom practices in relation to 
the curricular recommendations. Such investigations require interpretive analysis for 
which qualitative research procedures in general are considered suitable (ibid.).  
Researchers such as Creswell (2014), Denzin and Lincoln (2015), Heigham & Croker 
(2009), Merriam (2009), and Richards (2003), have pointed out different features of 
qualitative research. Foremost among them are the following: an exploration of 
phenomena in natural settings, construction of realities as the participants live them 
and the meanings they assign to their experiences, the researcher as a key instrument 
for data collection and analysis, and the flexible and emergent nature of the research 
process. The methodological stances which I adopted in this study are broadly in line 
with qualitative inquiries.   
• Naturalistic settings: Qualitative approaches enable the researcher to explore 
phenomena in real-life contexts, rather than in controlled settings. For the purposes 
of this study, data were collected about teachers’ classroom practices and their 
interpretations of such practices through lesson observations and interviews. There 




as a researcher during observations must have had some influence on teachers’ 
classroom behavior. Sections 4.5.1 and 4.8 below provide further detail on the 
strategies I adopted to keep such disruptive influences to a minimum.  
• Participants’ meanings: Qualitative researchers are interested in how people create 
their own meanings in interaction with the world around them. Since the aim of my 
study was to understand teachers’ classroom practices, in-depth interviews were 
conducted to get an insider perspective on their rationale for such practices. 
• Researcher a key instrument: In qualitative research, the researcher is the primary 
instrument for data collection as well as for data analysis. According to Merriam 
(2009), the human instrument has shortcomings and biases that might have an 
impact on the study. Since the researchers themselves collect the data and they 
have to interpret them, there is a concern that they can “take their own intellectual 
baggage and life experiences with them” (Croker, 2009, p. 11). While doing the 
study, I was constantly aware of my role as a key instrument and I reflected on my 
own identity, and on the way my own subjectivities were shaping the collection and 
interpretation of data. I acknowledge this procedure of ‘researcher reflexivity’ in 
Appendix 5 as well as in section 4.7 along with other quality criteria.  
• Multiple sources of data: Qualitative researchers typically gather multiple forms of 
data, rather than rely on a single data source. As this study examined the 
connections between teachers’ classroom practices, their interpretations of such 
practices and their teaching contexts, data were collected from several sources, 
such as lesson transcripts, curriculum documents, materials and teachers’ 
interviews.  
• Emergent design: The qualitative research process is emergent in nature and offers 
flexibility in research design, fieldwork and data analysis. As Saldaña (2011) puts it, 
“…you reflect on and analyse the data as you gather them and proceed through the 
project. If preplanned methods are not working, you change them to secure the data 
you need” (p. 90). The present research adopted the emergent design in several 
respects. As I began my fieldwork, I was not sure how much data I would need and 
how many participants would be involved. During the interviews with the 




added new questions. Although I had a priori categories for organizing and 
analyzing my data before my fieldwork began, I refined the analytical framework in 
the light of my data and the findings. Thus, I had to adapt my plans a few times 
during the research.     
4.3 The research design: A qualitative case study 
The study was designed as a qualitative case study. According to Merriam (2009), a 
qualitative case study is “an intensive, holistic description and analysis of a bounded 
phenomenon such as a program, an institution, a person, a process, or a social unit” (p. 
X). In this study, each of the four secondary English teachers is a case who were 
selected to explore the implementation of the current National Curriculum 2012.     
One main reason for adopting case studies in this research was its focus on 
understanding the influence of teaching contexts on teaching practices. Many 
researchers have found case studies to be very useful for examining the macro and 
micro contexts which interact with teachers’ decision-making and teaching practices. 
Sanchez & Borg (2014), for example, used case studies for “understanding the nature 
of contextual influences which shaped the teachers’ decisions in how to make grammar 
information meaningful to students” (p. 52). They point out that teachers may interpret 
the different elements of context (e.g. pupils, school, educational system) differently 
and, therefore, emphasize the need to distinguish between ‘any objective description of 
an instructional context’ and what they call the ‘teacher constructed context’ (ibid., p. 
52). Farrell & Ives (2015) give the following rationale for their choice of a case study:   
The use of case study methodology was chosen because it best facilitates the 
construction of detailed, in-depth understanding of what is to be studied, and 
because case study research can engage with the complexity of real-life events. 
(p. 596)  
Another reason, somewhat related to the first one, is the wide use of case studies in 
understanding teachers’ beliefs and practices. Farrell & Lim (2005) used case studies 
to examine the beliefs of two experienced primary school teachers and their actual 
instructional practices in grammar teaching. Their sources of data included interviews, 
lesson observations, lesson plans, instructional materials, and a collection of samples 




the pedagogical beliefs and classroom interactions of two secondary state school 
teachers of English in China by using case studies. They used lesson observation and 
interviews and found that while beliefs influence teaching, differences in teaching 
experience can also strongly determine beliefs. Farrell & Ives (2015) carried out a 
qualitative investigation of the relationship between teacher beliefs and observed 
classroom practices with regard to second language reading. Using interviews, 
classroom observations, and journal writings as sources of data collection, they found 
that the teacher’s beliefs provided a strong basis for his classroom actions even as 
some of his beliefs were still developing and forming in the first year of teaching. The 
rationales for case study research as discussed above hold true for my research since I 
aimed to explore the complexities of teachers’ work and to provide a detailed account 
of teachers’ beliefs and classroom practices within the micro context of their EFL 
classrooms as well as the larger institutional and national educational contexts.    
Interpretive case studies such as the ones discussed above tend to use multiple 
sources of data in exploring teachers’ beliefs and practices. Li & Walsh (2011) point out 
that the benefits of collecting data from multiple sources in such studies lie “not in the 
extent to which the two datasets converge or diverge, but in the ways in which they 
highlight the complexity of the relationship between stated beliefs and classroom 
practices” (p. 53). The advantages of using multiple sources of data and of various 
instruments for data collection for the present study are discussed in this section below 
as well as in sections 4.4 and 4.5 below.      
In qualitative case studies, as Stake (2005) explains, a case may be chosen because it 
is interesting (called an “intrinsic case study”) or because it sheds light on an issue or 
phenomenon we are interested in (called an “instrumental case study”). For the latter 
purpose, multiple cases may also be involved. The present study is a “multi-sited” 
(Creswell, 2007) and “collective case study” (Stake, 2005) since data were collected 
from several teachers working in three different secondary school contexts in 
Bangladesh (There is a discussion on these contexts in Section 4.4). According to 
Compton-Lilly (2012), collective case studies are useful in connecting “local actors and 
practices to general policies and the ways those policies act on people and influence 
communities” (p. 56). I included teachers with diverse training experiences and 




and enact textbook activities and/or curriculum objectives. While qualitative research 
may not lead to generalizations of findings in a straightforward way, having multiple 
cases allow for greater face validity “because of their comparative nature” (Dörnyei, 
2007, p. 153). The evidence collected from multiple cases is often considered stronger 
and more convincing (Yin, 2009). This study involved both ‘within-case’ and ‘cross-case 
analysis’ (Creswell, 2007) in that it entailed an in-depth description and interpretation of 
themes within each case as well as a thematic analysis across the four cases. The 
institutional settings in which teachers operate and teachers’ educational and 
professional backgrounds have been described in detail (see Chapters 6, 7, 8 & 9) in 
order to arrive at a situated understanding of teacher cognition and teaching practices.  
Another potential benefit of multiple-case studies is that even if there is attrition among 
the participants, there will likely be a few cases left for the investigation to continue 
(Duff, 2008). During my fieldwork, I could not collect enough data from a school located 
in a small town, about 50 miles from the capital. The two participants did not have the 
time (or perhaps the motivation) to allow me to complete the lesson observation and 
the interviews. The reluctance of the two said teachers did not prove too much of 
problem, as I had four other cases (as well as a group) and I had enough data from 
them.   
4.4 Sampling  
The current study adopted ‘purposive’ or ‘purposeful’ sampling because the main goal 
was to “find individuals who can provide rich and varied insights into the phenomenon 
under investigation so as to maximize what we can learn” (Dörnyei, 2007, p. 127). 
Since collective case studies are useful in understanding “how different people 
experience particular situations and how issues might affect practices across sites” 
(Compton-Lilly, 2012, p. 56), the participants for the study were selected from a range 
of contexts: urban, suburban and rural, high-performing as well as average-performing 
schools. As discussed in section 2.3, a number of studies have reported a gap between 
urban and rural schools in terms of educational performance in Bangladesh (Farooqui, 
2008; Hamid, 2016). Schools situated in urban areas typically, though not always, have 
subject-specialist teachers, greater access to resources and, as a result, often perform 
better in national examinations compared with rural institutions (Farooqui, 2008; 




student performance in national examinations was used, since there are no official 
measures in Bangladesh and school inspections are rare. Of the four case study 
teachers of English, two were from an urban school and two from a rural school; all of 
them were currently teaching lower secondary grades of 6, 7 & 8. The four participants 
in the group interviews were from a third school situated on the outskirt of the capital. 
The rural school can be described as an average-performing school (the pass rate of 
70% and 5% of pupils among top GPA scorers in JSC examination in 2016 makes this 
school slightly higher than national average) while the urban school was a high-
performing school (pass rate of 99.7% and 78% of pupils among top GPA scorers in 
JSC examination, 2016). The suburban school was an average- performing school, like 
the rural school. In addition to differences in school contexts, I also aimed for variation 
in the selection of case study teachers. Since both the schools had a number of English 
teachers and I received positive responses from a few of them, my choice of two 
teachers from each school was based on variation in terms of gender and teaching 
experience. I wanted to ensure the inclusion of two male and two female teachers and 
two early- or mid-career teachers along with two senior teachers. Many studies use 
what is known as “maximum variation sampling” (Lodico, Spaulding & Voegtle, 2006, p. 
141) -- a type of purposeful sampling strategy where the participants represent different 
demographic variables -- to explore how differences in opinions and behavior may be 
related to the variables. This research being a qualitative case study with a small 
number of participants, it was not possible to adopt maximum variation sampling. 
Instead, I aimed for some degree of variation in participants’ profiles and teaching 
contexts. The idea was not to find correlation between the variables and the data, but to 
collect rich sources of data by having a broad spectrum of school contexts and 
participants.  
The choice of schools and cases also depended on the approval of relevant authorities 
and the availability of willing participants, an ethical issue discussed in section 4.8. As 
Duff (2008) points out, negotiating and gaining entry to the research contexts and 
access to the cases can be quite a challenge (Duff, 2008). To gain entry, I first 
contacted a number of school heads and teachers through my personal and 
professional networks. Upon receiving positive responses from some of them, I met the 
head teachers and English teachers in person, either at the school or outside at a time 




procedures with the participants, I took a cue from Sanchez & Borg (2014) and decided 
not to give away too much detail. Thus, I aimed to minimize any possible influence on 
the participants’ responses and classroom behaviour. It had been planned that school 
heads would be given a letter of invitation to participate in this study along with a copy 
of the formal permission from the Assistant Director of Directorate of Secondary and 
Higher Education (DSHE) in Bangladesh. One school asked for the letter of invitation 
but no letter from DSHE was needed. Although I repeated that I was seeking the 
participation of teachers for my research which would potentially benefit the ELT 
community in Bangladesh including the participating teachers, some of the participants 
kept reiterating to me that they would ‘help’ me, giving me the impression that they 
thought they had a low stake in the research. Having discussed the research in general 
terms, I gave them the “participant information statement” (Appendix 9, 10, 11) and 
later the “consent forms” (Appendix 12, 13, 14) to sign, after they had agreed to 
participate. This caused some uneasy moments, as the participants looked concerned. 
As they hesitated, I experienced some anxiety over the ‘paperwork’ we had to 
complete. My fieldnotes captured this and some other anxious moments (Appendix 21). 
I had to reassure them that there were no possibilities of any harm to their job or 
reputation since their names would be anonymized in the thesis and also they could 
withdraw without giving any reasons. This issue of participant nervousness is discussed 
again in section 4.8.  
The background details of the participants are presented in the tables below (4.1 & 
4.2):    
Table 4.1: Case study participants’ backgrounds 





Mufakkhirul DHS -- rural  28+ Male BA in Humanities; B.Ed. 
Borhan DHS – rural 5+ Male BA in Humanities 
Shuvra NVSC – urban 20+ Female BA and MA in English 
Literature; B.Ed. 
Nora NVSC – urban 9+ Female BA and MA in English 




Table 4.2: Group interview participants’ backgrounds 






Mahmud KIHS – 
Suburban 
25+ Male BA in English; B.Ed.; MA in ELT (in 
progress) 
Akram KIHS – 
Suburban 
12+ Male BA in English Literature; MA in ELT; 
B.Ed.  
Farhan KIHS – 
Suburban 
10+ Male BA in English; MA in ELT; B.Ed. 
Kaiser KIHS – 
Suburban 
5+ Male BA in English; MA in English 
Literature 
Arhan KIHS – 
Suburban 
2+ Male BA in English; MA in English 
Literature 
 
In addition, two head teachers from the schools that the case study teachers were from, 
were interviewed for information on the schools, the pupils, the teachers, and facilities 
and constraints for teaching and learning at their schools. Mashfiq was the head 
teacher at the rural school where Mufakkhirul and Borhan taught. Zohra was the 
assistant head teacher at the urban school, and was in charge of the English classes I 
observed with Shuvra and Nora.      
4.5 Data collection  
The current study aimed to explore teachers’ classroom practices as well as their 
beliefs and understandings in relation to the learner-centred and interactive pedagogy 
promoted in the current National Curriculum. To achieve this aim, it was deemed 
necessary to draw on multiple sources of data (i.e. lesson observations, interviews, 
curriculum documents). According to Barnard & Burns (2012), explorations of teachers’ 
beliefs and classroom practices should adopt “a judicious blend of methods of data 
collection” (p. 4) because “the information that emerges can be compared, contrasted, 
and triangulated to provide thick description of the context, which in turn can lead to 
rich interpretations […]” (ibid., p. 4). Another reason for combining methods of data 




both what teachers do and why they do what they do, as Breen et al. (2001, p. 458) 
explains:   
We cannot infer the intention of teacher action or the reasons why teachers 
work in the ways they do in particular lessons only from observed 
practices….We cannot assume or predict the actual classroom behaviour of 
teachers only from the rationale they provide for the ways they prefer to work 
through interview or questionnaire data. We cannot deduce language 
pedagogies on the basis of teachers’ accounts of how they work without 
reflecting with them upon actual instances of practice.  
The data collection procedure for the research is discussed in detail below (from 4.5.1 
to 4.5.3).  
4.5.1 Lesson Observation 
Observations enable researchers to provide a rich account of teachers’ instructional 
practices in their actual classrooms (Cohen, Manion & Morrison, 2017) and are often 
recommended in language education research (Nunan & Bailey, 2009). Data collected 
through self-report instruments such as questionnaires and interviews may not truly 
reflect what actually goes on between people in the classroom because, as Kennedy & 
Kennedy (1996, p. 354) note, “what people say and what they do may be different 
things”. In the case of curriculum renewal centred on the promotion of CLT, there have 
been reports of discrepancy between reported behavior and actual practices, as in the 
contexts of Greece (Karavas-Doukas, 1996), Japan (Sakui, 2004), and Korea (Choi, 
2000). Borg (2006) has argued that observation has a central role to play in the study of 
language teacher cognition by “providing a concrete descriptive basis in relation to what 
teachers know, think and believe” (p. 231).  The concrete examples can also be used 
as prompts during the post-interviews with teachers. In the present study, I observed 
the participating teachers’ lessons to see how they taught and to explore the ways in 
which instructional practices converged with or diverged from the recommendations of 
the present curriculum. I then used the findings of lesson observation to get teachers to 
talk about and reflect on in the post-lesson interviews.  
I audio-recorded most of the lessons. At DHS, the rural school, the participants agreed 




During observation, I placed the audio recorder at the front of the classroom on the 
table or teacher’s desk in order to capture the teachers’ voice in as much detail as 
possible. When the teacher moved to the middle or back of the classroom, as I found 
out later, the recording was less clear, but teacher talk was clear for the most part. 
Pupil talk, while interacting with the teacher and addressing the whole class, was 
mostly clear, although some speech in whole class activities was predictably too messy 
to decode. My initial plan was to video-record all the lessons, but I dropped the plan 
later, as I sensed that the participants would have found this stressful. Video-recording 
may also have led to greater self-awareness among the teachers and the pupils and an 
increase in artificial behaviours. Richards (2003) points out that recording lessons 
brings some difficulties, as participants may find recording devices too intrusive and 
may feel uneasy being on record. He further notes that even when no recording is 
used, the very presence of the researcher is likely to affect the class, the teacher and 
the pupils. These issues are discussed further in section 4.8. My role as a researcher 
was that of “a non-participant observer” (Dörnyei, 2007). The advantage of non-
participant observation, as Harbon & Shen (2015) argue, is that researchers are “free to 
take notes and work with any devices they need to help them record what is happening 
in the classroom” (p. 460). Recordings were also useful to facilitate “stimulated recall” 
during the subsequent interviews with teachers.   
As I was concerned about the quality of audio recording and feared that something 
might go wrong, I decided to record my observations on paper as well. I developed an 
observational protocol (see Appendix 4) for the purposes of recording the activities and 
noting down any comments I wanted to make on them. Unlike in experimental 
research, observation categories are not determined in advance in interpretive research 
as the aim is to remain open to unforeseen events that may be of interest and 
relevance to the research (Cowie, 2009; Harbon & Shen, 2015). Interpretive 
observation pays attention to details in capturing the key events and activities in the 
setting. Rather than checklists of predetermined behaviours such as teacher questions, 
praise, reprimand, student “on-task” and “off-task” behaviour, wait times (Erickson, 
1986), interpretive observers tend to take extensive field notes. Although I took field 
notes in the tradition of interpretive case studies, some observation categories seemed 
necessary because one purpose of my observation was to evaluate teachers’ 




matching them with classroom practice. My aim was to structure my observation in line 
with curriculum objectives and recommendations so that any convergences or 
divergences could be easily noted. There was no attempt to quantify or generalize 
findings as I was interested in teachers’ subjective meanings of teaching and 
interpretations of textbook activities which could be shaped by teachers’ beliefs and 
understandings and contextual factors. I decided to take observation notes as well as 
audio-record the lessons, because in case the audio recording did not work, I thought 
that I would still have the notes to fall back on.         
4.5.2 Interviews 
Interviews can provide useful insights into people’s experiences, beliefs, perceptions, 
and motivations and “hold out the possibility of understanding the lived world from the 
perspective of the participants involved” (Richards, 2009, p. 187, original emphasis). 
Borg (2015) notes that the interview is the most widely used research instrument in the 
study of L2 teachers’ knowledge and beliefs because these are often inferred from their 
verbal comments. In the current study, I conducted individual interviews with the four 
case study participants as well as with the two head-teachers of the two schools in 
which the case study teachers worked, and group interviews with five other teachers 
from a third school. Most of my interview data came from the case study participants: I 
conducted one initial, three post-lesson and several follow up interviews with each of 
them (see Table 4.3 at the end of the section for a summary of the data collected from 
the participants). I conducted the initial interview prior to the commencement of 
classroom observation with the aim of collecting relevant background information about 
the school (pupils, teachers, parents, results), teachers’ academic and professional 
qualifications, work experiences, perceptions of the curriculum and textbooks, 
assessment procedures, their views of the pupils, colleagues and the institution. During 
this interview, I devised a schedule of observation, discussed and noted the teachers’ 
preferred time for the pre-lesson and follow up interviews. This interview was an 
opportunity for me to build rapport with them and create an environment of trust. I 
prepared myself by purchasing clothes and shoes that would make me appear one of 
them. During observation and interviews, I spoke Bangla for the most part and switched 
to English when the participants did. The initial interviews with the four case study 




to include pre-lesson interviews to prepare myself better for the observation and collect 
any lesson plans and supplementary materials teachers might use but the plan did not 
materialize. Since the teachers taught four to five periods a day, often running from 
class to class, it was not possible to conduct any pre-lesson interviews. On some 
occasions, I was only able to obtain the topic for the lesson before going into the 
classroom. Farooqui (2008) notes that English teachers in Bangladesh rarely have 
lesson plans; instead they use the textbook for lesson content and organization. I found 
that her observation held true for my participants as well, since none of them had any 
written lesson plans prior to conducting a class.  
Borg (2015) points out a limitation of interviews that elicit teachers’ beliefs in an 
abstract context saying that they are more likely to reflect what he calls ‘ideals’ or 
professed beliefs rather than beliefs that reflect reality (p. 493). He suggests the use of 
“stimulated recall” and “photo-based interviewing” among other means to counter this 
problem. To gain access to information about the participants’ classroom decision-
making and thoughts while teaching, I used “stimulated recall protocols” during the 
post-lesson interviews. I read out brief written descriptions of selected activities and 
events from the lessons I had observed and invited them to comment on them. I had 
considered playing back the recordings to aid their recall, but it was not required as the 
participants said that they could recall the events in the lessons from the verbal 
descriptions. I sought the participants’ views of the lesson, of the activities they 
undertook during the lessons and the rationale for their in-class decisions. Rose (2015) 
observes that stimulated recall interviews work best when applied immediately after the 
event being researched. However, often it takes time for the observer to prepare for the 
interviews, so a few days between the lesson and the interview is ideal (Paltridge and 
Phakiti, 2010). In the current study, the timing of the interviews depended mainly on the 
convenience and availability of the participants. Some of the post-lesson interviews 
were held on the same day a few hours after the lesson, as teachers told me they 
would not be available the next few days after the lesson. Others were held a few days 
after the lesson. Post-lesson interviews lasted 20 to 30 minutes. In some cases, follow 
up interviews were necessary because all the topics and issues could not be fitted into 
a single session. On a few occasions, meetings had to be postponed and rescheduled 
later over the phone. All the participants gave me their phone numbers and I found it a 




of online interviewing in addition to face-to-face interviews, particularly for participants 
based in urban areas and with strong Internet connectivity. An advantage of online 
interviewing is that they give researchers the opportunity to access participants across 
distance and time barriers (Mann, 2016). But the participants did not show any interest 
in the idea. Nevertheless, I was able to conduct some brief follow up interviews over the 
phone.    
The semi-structured interview was considered appropriate for the present research 
because the format allowed for the use of an interview guide while providing “room for 
negotiation, discussion and expansion of the interviewee’s responses” (Mann, 2016, p. 
91). The interview guide (see Appendix 3) consisted of prompts from background 
studies, policy document analysis, literature reviews, and in the case of post-lesson 
interviews, prompts from recordings, transcripts and fieldnotes. I had piloted the guide 
with a secondary English teacher I had personally known for years and then refined it 
for use with my participants. Still, during the interviews, I had to modify the questions 
according to the participants’ contexts, the key points noted during observation and 
their responses. As I began to gather data from the participants, their responses 
provided me with clues for further questions. For example, I asked them to give 
examples, explain what they meant or add more details on issues which I felt needed 
more elaboration.   
All the interviews were audio recorded with permission and transcribed. Since the 
teachers used code-mixing during the interviews, the transcripts had both English and 
Bangla. I only translated selected parts of the data for inclusion in my thesis. I decided 
that I would read and analyse the original words of the teachers, not the translated 
versions, because I did not want their meanings and interpretations to get lost in my 
translation. During follow up interviews, I read out sections of the transcripts to the 
participants for verification and further comments. Their comments during ‘participant 
checks’ provided me with additional data. The extracts that I translated and which I had 
some doubts about were shown to two junior colleagues of mine in Dhaka, both of 
whom are young lecturers in English with an interest in research. I asked them to 
translate the translated extracts back into Bangla to see if their translation matched the 
original extracts. We agreed that there was a high correspondence between the 




Lincoln & Guba (1985), was adopted to ensure that the participants’ views were not 
misunderstood or misinterpreted. 
Table 4.3: Summary of data collected from the participants 
 Number of 
observations 
Number and type of Interviews 
  Initial 
interview 
Post-lesson interviews 
and stimulated recall  
Participant check 






1 3 2 




1 3 1 




1 3 2 




1 3 2 
The group 
interview with 5 
teachers 
X  




X 2 interviews 
The Assistant 
head teacher of 
School 2 
X 2 interviews 
 
4.5.3 Policy documents and coursebooks 
Since the present research investigated the extent to which the objectives of the 
recently introduced English curriculum are in alignment with teachers’ classroom 




curriculum. The national curriculum document 2012, the educational policy 2010 and 
the coursebooks were downloaded from the NCTB website: http://nctb.gov.bd/. I 
analyzed the policy documents before beginning my fieldwork (see Chapter 5) in order 
to identify the aims and objectives, the syllabus content with regard to the four skills 
and grammar, the suggested methodology, recommended roles for teachers and 
learners, and suggested assessment procedures. Apart from repeated close reading of 
the curriculum document, I also searched in the PDF document using keywords, key 
phrases and their synonyms. I also found the software AntConc 3.5.2 (Windows 2018) 
useful for finding concordance of the key words in the NCPD2012.  
The analysis of the curriculum document provided initial categories for the analysis of 
interviews and observed lessons, and the findings are presented in the case study 
chapters. Since the prescribed textbooks were supposed to be written following the 
curriculum guidelines, the extent to which the textbooks truly embody those guidelines 
and facilitate their implementation was also investigated. For this purpose, selected 
parts of English textbooks for Grade 6, 7 and 8 (for students aged 11 to 13 years), 
especially those used in the observed lesson, were analysed and included in the case 
study chapters. Another reason for analyzing the materials was to examine teachers’ 
understandings and use of the texts and activities. There are well-documented cases of 
policy-practice gaps in applied linguistics and TESOL (Hamid, 2010; Hu, 2005; Nunan, 
2003). There is research evidence that the materials prescribed by educational 
authorities may not be used at all by the teachers or may not be used the way they 
were intended by the materials writers (Harwood, 2014; McGrath, 2013). Teachers tend 
to adapt and supplement textbooks based on their perception of learners’ needs and 
their own beliefs (Humphries, 2014). Keeping this point in mind, I compared what the 
materials offered and what emerged during the lessons.   
4.6 Data analysis 
In the current study, data analysis was conducted in two phases. In the first phase, 
policy documents were analyzed, which is discussed in the section above (4.5). The 
second phase of analysis coincided with my fieldwork; that is, data collection and 
analysis proceeded at about the same time rather than each stage following the other 
neatly. Commenting on qualitative research, Dörnyei (2007) clarifies that data collection 




forth between data collection, data analysis and data interpretation depending on the 
emergent results” (p. 243). This was true for this study as I began transcribing and 
analyzing the data while I was still collecting data in School 1. As discussed in section 
4.5.2 above, the preliminary analysis of initial interviews and teaching practices 
provided insights into teachers’ beliefs and their approaches to teaching, which 
prompted me to devise further interview questions. Farrell & Lim (2005) point out that 
the analysis of data already collected can aid in the successive stages of data 
collection. My experiences of fieldwork in School 1 helped me to come up with better 
plans for observation and interviews in the next school.     
During the second phase of data analysis, I followed the “framework approach” (Ritchie 
& Spencer, 2002) which involved identifying ‘a thematic framework’ followed by 
indexing, charting, mapping and interpretation of data. Dörnyei (2007) argues that 
qualitative categories used in content analysis “are not predetermined but are derived 
inductively from the data analysed” (p. 245). However, I found a deductive approach to 
data analysis to be more appropriate for this study since I had a priori categories and 
codes derived from the analysis of the NCPD2012 (see section 5.4 in Chapter 5). The 
analysis of the NCPD2012 which I had carried out before embarking on my fieldwork 
yielded a number of categories. These categories were grouped under six themes: 
classroom environment and learners as individuals, target language input, opportunities 
for output, classroom interaction, teaching grammar in context, and continuous 
assessment and feedback. An analytical framework was developed based on these 
themes and applied for the analysis of data. The justification for the framework and the 
problems in using such a framework are presented in Section 5.4 in the next chapter.  
The first step in the analysis of data was the transcription of the lessons and the 
interviews. During transcription, I left out repetitions, false starts and any irrelevant data 
(e.g. teachers’ talk to pupils and colleagues as they occasionally interrupted 
participants during the interviews). The lesson transcripts were mostly in English with 
very little Bangla for three of the case study teachers; with the other teacher (from the 
rural school) there was roughly 40% Bangla. The interview transcripts were mostly in 
Bangla with some English (my rough count is 10% English) for the teachers at the rural 
school. At the urban school, teachers used more English during the interviews (my 




took much longer than I had anticipated, but one positive was that the process helped 
me familiarize myself with the data. The second step was indexing and coding the 
transcripts. Between the first and the second steps, there was “a pre-coding stage” 
(Dörnyei, 2007) when I read and re-read the transcripts, reflected on them, and noted 
down my thoughts on the margins of the printed copies.  During coding and indexing of 
data, I chose to use the original transcripts without any translations. The reason for this 
decision is discussed in the previous section. I only translated sections that I would 
include in my thesis as direct quotations. At this stage, I used the N-Vivo software to 
save my data files and code the interview data. However, I found it easier to work with 
the printed copies than with the software. I continued to use the N-Vivo, more for the 
purpose of saving my transcripts and memos than for coding purposes. While coding 
the transcripts, I used a set of predetermined codes (see Table 5.2) but I was open to 
the possibility of new codes emerging from the data, for which I used keywords from 
the actual passage (i.e. ‘in vivo’ coding). Thus, an inductive approach to analysis was 
also adopted to complement and refine the deductive categories mentioned above. 
Besides the codes, on the margins of the transcripts, I wrote the names of the 
categories/themes the codes could be grouped under. As I was reading the transcripts 
for the purposes of coding, I had to frequently go back to the recordings to be sure of 
the accuracy of the transcriptions. During this process, the initial codes were renamed, 
combined, complemented by new codes or discarded. Thus, the categories in the 
thematic framework were revised in the light of the data. During coding, I noted down 
my thoughts and ideas, hunches and intuitions which formed the basis of ‘analytic 
memos’ (Holliday, 2015). In addition, I also wrote short narratives or ‘vignettes’, to 
provide focused descriptions of events or participant experiences. Writing the memos 
and vignettes contributed immensely towards achieving clarity of thought and writing 
the analysis and discussion sections of the case study chapters.    
Data for each case was analysed and presented separately in chapters 6, 7, 8 and 9. 
Then, the findings from the four cases were contrasted and compared through a cross-
case analysis (Merriam, 2009; Yin, 2009) in Chapter 10. In addition, the beliefs and 
practices of case participants were subjected to a further evaluation in the light of 
findings of a group interview with teachers from a third institution (see Chapter 10). 
Data obtained through the use of multiple instruments and from multiple sources were 




understanding of individual teachers’ beliefs and teaching practices. It was hoped that 
the comparisons would lead to the emergence of a rich and complex picture and reveal 
points of convergence and divergence in teachers’ beliefs and practices as well as the 
influence of contextual factors on teaching practices.     
4.7 Quality criteria 
Qualitative case studies are often criticized for the lack of standardized procedures and 
the influence of the researchers’ own beliefs, views and prejudices, i.e. “researcher’s 
bias” on data collection and interpretation (Duff, 2008). Two well-known criteria for 
ensuring research quality -- validity and reliability -- originated in the quantitative 
tradition and many qualitative researchers find them inappropriate for their studies 
(Holiday, 2015; Richards, 2003). To address the problems of subjectivity or 
researcher’s bias, qualitative researchers have come up with different strategies such 
as maintaining transparency, contextualization and thick description, using respondent 
feedback (member checking) and peer checking, and data triangulation. To enhance 
the quality of the study, I adopted all of these strategies. 
To begin with ‘peer checking’, I gave printouts of one lesson transcript and one 
interview transcript to two colleagues of mine who were familiar with my research 
objectives and my analytical framework to code the data together. We then met at the 
office room of one of them to see if my coding and indexing of data matched theirs. 
There were roughly 75% similarities between their joint codes and mine. We were able 
to discuss the differences and raise our agreement to 100%. I also checked aspects of 
my coding with my supervisors. Another strategy was ‘member checking’, I read out 
excerpts of lesson transcripts and relevant analysis to the teachers at various stages of 
the research in order to elicit their views and comments on them. This process is also 
called ‘respondent validation’ (Barbour, 2014) Moreover, I used triangulation which 
involves “using multiple methods, sources or perspectives in a research project” 
(Dörnyei, 2007, p. 61) with the aim of revealing points of convergence and divergence 
between beliefs and practices as well as conflicts within the belief systems. I collected 
data from a third school through two group interviews to cross-check and corroborate 
the findings from the case studies. Borg (2012) argues that strategies such as 
triangulation and respondent validation may enhance, but not ensure, validity or 




thick description of key events and activities. Finally, I also made explicit my own 
background, standpoints and preconceptions for reflexivity (see Appendix 5).  I believe 
all these strategies have helped in ensuring the quality and rigour of data analysis in 
this study. 
4.8 Research ethics 
Holliday (2015) observes that there are “considerable ethical issues in qualitative 
research” (p. 56). For the present study, I sought ethical approval from King’s College 
London (KCL). I informed all the participants of the objectives and purposes of my 
research in a way that their original views, opinions or practices would not be changed. 
I sought the participants’ permission prior to lesson observation and interviews, and 
protected their privacy through the use of pseudonyms. I made attempts to build a 
rapport with them based on mutual respect and trust. Any data I collected were treated 
with confidentiality and participants had the choice not to participate or to withdraw from 
the study at any time.  
I sought the opinions of the head teacher, the English teacher, and students regarding 
audio recording lessons. Although I was interested in video recording the lessons 
initially, I learned from the teachers that their classes had large female student 
percentages that wore the ‘hijab’, so I scrapped my plan to video record the lessons. 
Instead, I requested the school heads and the individual teachers for permission to 
audio record the lessons. Another reason for this decision was that video devices are 
relatively obtrusive and their use can affect the behaviour of the people under 
investigation (Richards, 2003). Thus, I adopted the second-best alternative (i.e audio 
recording) along with fieldnotes. After having obtained permission, I continually 
negotiated the matter of privacy with the participants because, as Richards (2003) 
points out, some actions may “count as prying” and so there should be agreed “limits 
on what we might legitimately do there in terms of observation and recording” (p. 140). 
My presence as a researcher and the act of taking fieldnotes during a lesson could be 
potentially disruptive to classroom proceedings, so I took utmost care to keep a low 
profile for as long as I was there on the premises of the school. I also negotiated with 
the participants the ownership and use of data. All the devices where I stored the data 
were secured with passwords and the files were given pseudonyms for the sake of 




CHAPTER 5: CURRICULUM DOCUMENT ANALYSIS 
5.0 Introduction  
This chapter provides data from the analysis of the NCPD2012. As noted in section 2.4, 
the NCPD2012 presents a number of teaching ideas or pedagogical recommendations 
underpinning the revised national curriculum. In order to examine teachers’ 
understandings of the recommendations and how teaching practices relate to them, I 
conducted a systematic and detailed analysis of the teaching ideas presented in the 
document. The methodology for the analysis is discussed in 5.1. The findings of the 
analysis are presented in sections 5.2 and 5.3. These are then synthesized with 
principles and pedagogic procedures proposed by SLA researchers and ELT scholars 
to form an analytical framework in section 5.4.  
5.1 Methodology   
In analyzing the NCPD2012, I adopted both bottom up and top-down approaches. For 
the bottom up analysis, I used a “responsive categorization” approach (Cohen, Manion, 
& Morrison, 2017, p. 668) which involved reading the curriculum document thoroughly 
and analyzing the content in terms of the concepts and categories presented in the 
document. The advantage of using such an approach is that codes and categories that 
emerge from the textual data can be used to analyse lesson transcripts and interview 
data. The lower-secondary English Curriculum (ELC-LS) was the focus of my analysis 
but I referred to the Core General Curriculum (CGC) as well for additional information 
and explanations pertaining to pedagogy and assessment. Since the pedagogical 
recommendations of NCPD2012 are found in several places both in ELC-LS and in 
CGC, I first identified and organized them under the following themes: objectives and 
intended outcomes, syllabus content, suggested pedagogical approach, and 
assessment procedure. Similar themes and categories are used by Tong and Adamson 
(2013) in their analysis of the English language curriculum of Hong Kong secondary 
schools. For the top down analysis, I adopted “pre-ordinate categorization” (Cohen, 
Manion & Morrison, 2017, p. 668) approach which involved using SLA principles as 
external categories. A number of published frameworks based on principles derived 




(2013), Ellis & Shintani (2013), Jacobs & Renandya (2016), Kumaravadivelu (2003), 
Long (2014), and Macaro, Graham & Woore (2015)). The frameworks represent the 
current state of knowledge and were considered useful in examining the extent to which 
NCPD2012 reflects up-to-date ideas on what SLA in classrooms requires. The rationale 
for adopting such an approach, as Ellis & Shintani (2013) argue, was that SLA theory 
and research can be used “as a resource to investigate the kinds of claims that 
characterize pedagogical accounts of how to teach a language” (p. 1). Indeed, as 
Macaro, Graham & Woore (2015) point out, there is now an “enormous body of 
opinions, statements and research claims” (p. 2) regarding the teaching and learning of 
a second language. They argue that it would be useful to “extract a rational and 
coherent body of knowledge that can inform what we do in the L2 classroom or in a 
programme of professional education for L2 teachers” (ibid., p. 3).  
Before choosing a framework, I considered all of the above-mentioned frameworks and 
evaluated their strengths and weaknesses. I made a short list of three frameworks 
based on how comprehensive they were and the reputation of the researchers. To 
begin with Macaro et al.’s (2015) framework, the eight principles that occur in it are 
formulated through two-way knowledge exchange between researchers and teachers 
during the PDCinMFL project which focused on professional development of language 
teachers and teacher educators. The principles they offer address oral interaction 
(Principles 1, 2, 3, 4), the receptive skills of reading and listening (Principle 5), self-
efficacy and motivation (Principle 6), writing (Principle 7), and the emphasis on 
developing language skills (Principle 8). Taken together, the principles cover a wide 
range of concepts: the importance of learners’ use of questions and clarification 
requests for the comprehension of L2 input, L2 comprehension strategies, production 
or output in L2 speech and writing, controlled as well as spontaneous oral interaction, 
L2 fluency and compensation strategies, engaging with learners’ self-efficacy beliefs, 
and developing language knowledge and skills. Macaro et al. (2015) provide detailed 
discussion of the principles along with pedagogical procedures to implement them. One 
strength of the framework is that it is partly developed bottom up with practitioners with 
secondary school contexts in mind. Another strength is its focus on the development of 
the four language skills. A limitation may be the omission of “explicit grammar teaching” 
which they justified though on the ground that “language learning should be about 




The second framework in my short list, termed the ‘Principled Communicative 
Approach’ (PCA) by Dörnyei (2013), comprises seven principles. The PCA is the 
outcome of his attempt to “revitalize Communicative Language Teaching (CLT) in the 
light of contemporary scholarly advances” (p. 161). The principles address issues such 
as the need for ‘personal significance’, and ‘declarative or explicit input’, the role of 
‘controlled practice’, and of ‘focus on form’, the need to provide learners with ‘formulaic 
language’, and ‘language exposure’, the role of ‘focused interaction’. Overall, the 
principles demonstrate Dörnyei’s attempt to integrate direct, knowledge-oriented and 
indirect, skill-oriented teaching approaches. However, classroom practitioners might 
find it challenging to devise skill-specific strategies to implement the principles. For 
example, it is not clear how to draw on the framework in teaching the writing skill. The 
framework does not distinguish between monologic L2 output from output produced in 
the context of classroom interaction. Also, the principles do not address issues such as 
classroom learning environment and formative assessment. The third framework in my 
short list is the one by Ellis and Shintani (2013) which includes eleven general 
principles about instructed second language learning derived from SLA theory and 
research. Ellis & Shintani (2013) add one more principle to the existing ten in the 
original framework (see Ellis, 2005). Their aim is to explore the extent to which “various 
pedagogical practices are supported by what is currently known about how learners 
acquire another language” (Ellis & Shintani, p. 1). The principles address a range of 
issues: the nature of L2 competence (Principle 1), the role of focus on meaning 
(Principle 2) and on form (Principle 3), the importance of implicit and explicit L2 
knowledge (Principle 4), implications of the order and sequence of acquisition (Principle 
5), the need for extensive L2 input (Principle 6), and opportunities for output (Principle 
7), the role of interaction in developing L2 knowledge and skills (Principle 8), the need 
to cater to individual differences (Principle 9) and learners’ developing identities 
(Principle 10), and the need to assess learners’ progress in terms of both free and 
controlled production (Principle 11). A strength of the framework is that it is 
comprehensive, and it strikes a balance between explicit form-focused instruction and 
communicative approaches to language teaching. Ellis and Shintani (2013) point out 
that detailed pedagogic procedures are required for implementing the principles in the 
classroom. The principles are not meant to be seen as prescriptions and proscriptions 




for the evaluation of teaching and teacher education. Another strength of the framework 
is that the principles are derived from a meta-analysis of research.    
There is a great deal of overlap among the frameworks as they share many principles. 
Some of the principles (e.g. extensive L2 input, explicit and implicit focus on form, 
opportunities for output and classroom interaction, controlled as well as free production) 
occur in most of the frameworks. I chose Ellis and Shintani’s (2013) framework for the 
top-down analysis of the NCPD2012 not because it is necessarily better than the other 
frameworks but because its principles seem to cover both structural and communicative 
approaches to teaching, something the NC2012 aims to do in Bangladesh. Other 
reasons for choosing the framework are Ellis’ reputation in SLA research and the fact 
that it was adopted in NZ for teaching modern foreign languages in schools. The 
findings of bottom-up and top-down approaches to analysis are presented separately in 
5.2 and 5.3 respectively and then pulled together to develop a framework for the 
analysis of my field data.  
5.2 The bottom-up analysis 
Objectives and terminal learning outcomes 
Five objectives have been mentioned in section 2 of ELC-LS (p. 37):  
i. to help pupils develop competence in the four language skills 
ii. to help them use this competence for effective communication in real life 
situations and for the next level of education 
iii. to support them to gain accuracy 
iv. to facilitate pupils to be skilled human resources by using English language 
appropriately. 
The emphasis on the development of the four skills is a major feature of the 
communicative reform that started with the introduction of NC1995 in Bangladesh. The 
specified needs of English for workplaces and higher education conceptualise English 
as a language serving instrumental purposes which is a relatively new emphasis in the 




feature of English language teaching practices in Bangladesh but the stress on 
‘appropriacy’ of language use is a relatively new focus. However, there is no mention of 
‘fluency’, which is seen as an essential feature of communication (Hunter, 2012) and is 
referred to as the fifth component of communicative competence by Hedge (2000). The 
fifth objective links English to one of the major objectives of the Education Policy 2010, 
which is to develop human resources through education. Taken together, these 
objectives reflect a shift in educational values from ‘classical humanist’ tradition of the 
pre-communicative era to a ‘social and economic efficiency’ model allied to a social 
reconstructionist philosophy as well as ‘progressivism’ (Clark, 1987; Skilbeck, 1982). 
These objectives have been reinforced under ‘terminal learning outcomes’ in section 3, 
and reproduced in the Teachers’ Curriculum Guides for grades 6-8. The 9 learning 
outcomes mentioned in section 3 of ELC-LS (see Appendix 6) emphasize the 
comprehension and production of language relating to the four macro-skills. The 
outcomes that relate to reading are mentioned as reading aloud texts with “proper 
pronunciation, stress and intonation” (p. 37), and understanding written instructions and 
texts through silent reading. The two outcomes concerning the writing skill are writing 
answers to questions, writing short paragraphs, essays, letters and CVs and using 
proper punctuation marks. The two outcomes related to the speaking skill are to 
recognize English sounds, stress and intonation appropriately, and to be able to 
interact through short talks, conversations and discussions. The outcomes related to 
the listening skill are to recognize English sounds, stress and intonation appropriately 
(shared with speaking), to understand and enjoy stories, poems and other texts, and to 
follow instructions, commands, requests, announcements and act accordingly. One 
outcome (using dictionaries and understanding the table of contents of a book) is 
related to study skills. The specified outcomes are consistent with the main aim of ELC 
which is to develop learners’ competence in the four skills. However, the idea that the 
final outcome of teaching and learning can be predicted and listed has been challenged 
in recent SLA research. Scholars such as Larsen-Freeman & Cameron (2008) point out 
the non-telic nature of language learning. Also, the outcomes conceptualize the four 
skills narrowly and without reference to the processes involved in achieving the 
outcomes. For example, reading is conceptualized as reading aloud and understanding 
but there is no mention of the micro skills of reading such as decoding, utilizing schema 




specify the stages in the writing process (Raimes, 1991; Matsuda, 2003) or the text 
types and genres (Hedge, 2000). Moreover, this section makes no mention of strategy 
instruction in relation to the four skills. The cognitive, metacognitive, social, memory 
and compensatory strategies that learners employ to accelerate learning (Oxford, 1990) 
are not included either. Thus, the section on terminal learning outcomes reflect an 
emphasis on the ‘product’ rather than the ‘process’ of learning. Another point is that 
there is vagueness regarding what it means by proper pronunciation, stress and 
intonation. It is not clear if the curriculum suggests any particular native speaker variety 
as the norm for Bangladeshi learners of English. The adoption of a native-speaker 
variety in the Bangladeshi context would be unrealistic and inappropriate, as research 
in the area of global Englishes and ELF reveals (Jenkins & Leung, 2014). 
Syllabus content   
Sections 5, 6 & 7 of ELC-LS present detailed curriculum matrices for English 1 for 
grades 6, 7 & 8. Each matrix includes learning contents along with learning outcomes, 
pedagogic activities and means of evaluation. In this section I focus on the learning 
contents and provide brief discussions. The pedagogic activities and evaluation 
techniques are discussed separately under ‘Suggested pedagogical approach’ and 
‘Assessment procedures’ below.  
The content for English 1 is presented under the four language skills, organized in two 
categories: ‘themes’ and ‘language points’. Themes include speech acts or 
communicative functions (e.g. requests, giving directions), text types (e.g. airport 
announcements, dialogues, advertisements, biographies, poems, reports), text topics 
(e.g. families, famous people, national holidays, personal experiences, career). 
Language points include structures (e.g. Wh-questions), grammar points (e.g. tenses, 
the passive voice, modals), and vocabulary related to the speech acts, text types and 
topics (e.g. linking words, comparative and superlative forms). The themes and 
language points are presented beside the learning outcomes linked to the four 
language skills of reading, writing, listening and speaking. Thus, a link has been made 
between the language skills, learning outcomes, and language points.  
The content for English 2 includes discrete point grammar items such as the verb 




gerunds and participles as well as short compositions and letters. The writing skill is 
included in both papers, but no explanation is provided for the greater curricular space 
that the skill receives. Also, no mention is made of the four skills and how the grammar 
points can be linked to the skills.   
The contents for English 1 and 2 can be seen as a compromise between a focus on 
language forms and a focus on language functions. For English 1, the focus on 
language points (i.e. vocabulary, structures and grammar) appears to be a secondary 
focus serving the needs of language skills development, which is the primary focus. For 
English 2, however, the focus appears to be solely on grammar.   
Suggested pedagogical approach 
The introduction section of ELC-LS mentions CLT as the suggested approach for 
teaching English: “The curriculum, like the earlier one, suggests Communicative 
Language Teaching (CLT) approach that emphasizes learning all the four language 
skills in an integrated way” (p. 35). Apart from the integration of language skills, two 
other characteristics of CLT have been mentioned, which are learner participation and 
teaching grammar in context: “CLT approach advocates “learning by doing” and 
proposes that grammar is not to be taught explicitly” (p. 35). There is also a suggestion 
that “the structural and functional aspects should be presented in a systematic and 
graded way within contexts” (p. 35). Although CLT is generally emphasized for English 
language teaching, there are pedagogical proposals elsewhere for teachers to use their 
discretion in matters of pedagogy. Section 12.2 in CGC, for example, points out that 
There is no particular method which can be applicable to all for every situation. 
… It’s the teacher’s role to select an activity or activities/techniques according to 
the need of the lesson to make it fruitful…. The more a teacher knows about 
methods and techniques, higher are his or her opportunities to apply or make a 
blend of them to conduct a lesson. (p 25) 
The activities suggested for English 1 and English 2 reflect the influence of 
communicative and form-focused approaches to pedagogy respectively. Suggested 
activities for English 1 include discussions, group/pair work, debates, collaborative 
writing tasks and peer checking, role plays, conversations, games, puzzles, mini 




are mentioned in discussions of CLT in methodology textbooks (e.g. Richards & 
Rodgers, 2014). In contrast, no communicative activities are suggested for teaching 
grammar points in English 2; instead, test items such as gap-filling, error correction and 
sentence transformation are suggested. It thus appears that the curriculum has 
attempted an integration of traditional grammar exercises and interactive classroom 
activities. Similar attempts at synthesis of form-focused and communicative approaches 
are noticed in practice in contexts such as China (Liu & Xu, 2011), Japan (Sakui, 2004), 
and Turkey (Phipps & Borg, 2009). The use of such blended forms of pedagogy is 
supported by Waters (2017), who argues that, for an innovation to be successful, “new 
ideas must be satisfactorily ‘keyed’ into the foundation of existing pedagogical practice” 
(p. 53).  However, there is potential for confusion too, as it might give teachers the 
impression that “anything goes” in matters of pedagogy and lead some to make less 
use of communicative activities in the classroom.  
ELC-LS does not provide any clear principles or framework for teachers to draw on in 
making pedagogical decisions and the suggested activities do not include the teacher’s 
or learners’ roles. However, the curriculum identifies teachers as an instrument for 
change implementation along with textbooks and teacher guides. ELC does not have a 
section specifically addressed to the teacher but the introduction section lists a number 
of guidelines which appear to be relevant to teachers’ practices. The use of words such 
as ‘suggest’, ‘propose’, and ‘recommend’ in the guidelines (examples below) suggests 
that teachers are encouraged rather than obligated to adopt certain measures:  
…suggests CLT approach  
…suggests presentation of grammar points and vocabulary within real life 
contexts 
…learning outcomes have been proposed 
…language content should be presented in varied contexts covering a wide 
range of situations 
…making audio-visual materials available in the classroom is strongly 
recommended 




As well as giving advice on the use of various teaching strategies and techniques, 
section 12 of NC2012 encourages teachers to enjoy a degree of freedom in their choice 
of approaches and methods and teaching materials: “While teaching if she or he 
understands that learners are not learning in a certain method, she or he instantly can 
change it for a different one” (ibid, p. 25). Thus, the teachers’ role is not represented as 
that of “mere technician” (Canagarajah, 1999) in the teaching-learning process. To 
borrow Shawer’s (2010) terms, teachers are positioned as both “curriculum-
transmitters” and “curriculum-developers” but not as “curriculum-makers”. As Shaw 
explains, curriculum transmitters are those who follow the curriculum as it is; curriculum 
developers extend the curriculum while following it; curriculum makers construct their 
own curriculum. This study conducted an investigation of teachers’ classroom practices 
with the aim of revealing how teachers perceive their roles and how they acted in 
implementing the curriculum.    
Assessment procedures 
Section 6 of ELC-LS mentions classroom assessment of individual as well as group 
performance and presents test item types (e.g. MCQ, True/False, reading texts aloud, 
oral responses, role plays, cloze test, writing individually as well as in pairs/groups) as 
well as feedback options (e.g. teacher and peer checking). As part of continuous 
assessment, giving feedback to learners is emphasized: “learner writes and teacher 
checks answer sheets and gives feedback” (p. 55). More details about assessment 
appear in section 13 of the CGC which states the provision of continuous assessment 
and marks allocation: 20% for each subject consisting of class work, homework and 
investigation work, and class tests in addition to the established practice of pen-and-
paper terminal examinations. Assessment is categorized as ‘formative’ and ‘summative’ 
(p. 25) and both types are described as ‘necessary’ (p. 25). The positive aspects of 
continuous assessment are also described: it helps to identify learners’ weaknesses 
and deal with those in class more effectively. 
The Teachers’ Curriculum Guide for grade 7 (as well as those for grades 6 & 8) 
emphasizes that “equal emphasis has been [placed] on four language skills – listening, 
speaking, reading, and writing” (NCTB, 2017; p. xxvii) in the new curriculum, and 
provides detailed guidelines for the assessment of the four skills. It suggests test items 




strategies for the Bangladeshi contexts. For example, it states that if the audio cannot 
be played, teachers can read aloud the listening texts. As regards speaking, it explains 
how teachers can arrange individual or group oral exams. For writing, it prohibits the 
memorization of essays, and instead suggests the use of topics that will allow learners 
to express their own feelings and experiences. It states that teachers do not need to 
identify all errors while giving feedback.    
To sum up this section, the curriculum document presents in explicit terms the 
objectives and learning outcomes, syllabus content, suggested pedagogical 
approaches, and assessment procedures for the revised English curriculum. The 
generally simple language, the absence of technical terms and the details provided with 
regard to syllabus content and assessment procedures might suggest that planners 
have made an attempt to prepare what Macdonald (2003) calls a ‘teacher-proof 
curriculum’. The recommendations are intended to serve textbook authors in designing 
appropriate teaching and learning materials as well as teachers in implementing the 
new curriculum. However, there is a lack of clarity regarding how teachers will be 
supported to successfully implement the curriculum. There is no mention whether 
schools will be provided with audio-visual materials or teachers will be responsible for 
arranging them. Teacher-student ratio is acknowledged to be a crucial factor in 
ensuring an interactive classroom but there is no suggestion on how class size can be 
reduced. Teacher training and teachers’ guide have also been mentioned and promised 
for teachers. But, as I found during the fieldwork for this research, none of teachers had 
received copies of the teachers’ guides.   
5.3 The top-down analysis 
This section presents an analysis of the NCPD2012 using the eleven principles that 
occur in Ellis & Shintani’s (2013) framework (discussed in section 5.1 above). The main 
challenge I faced while using the framework was the difficulty finding the underlying 
principles in the policy document. The policy is a type of ‘pedagogic discourse’ that 
rarely uses concepts and technical terms found in ‘research-based discourse’ (Ellis & 
Shintani, 2013, p. 2). The principles in Ellis & Shintani’s (2013) framework are derived 
from SLA research discourse which do not occur in the pedagogic discourse of the 
NCPD2012. The ELC-S explicitly mentions four principles (e.g. practicing the four basic 




interaction between teacher and pupils as well as between pupils) but these are not the 
same research-derived principles as found in Ellis & Shintani (2013). Nevertheless, 
many pedagogical recommendations and discussions of teaching techniques occur in 
several places in the NCPD2012 that can be related to Ellis & Shintani’s (2013) 
principles. Repeated close reading, searching in the PDF document with keywords, key 
phrases and their synonyms, and the use of the software AntConc 3.5.2 (Windows 
2018) for finding concordance of the key words in NCPD2012 saved me time in locating 
data that matched the principles. 
Instruction needs to ensure that learners develop both a rich repertoire of 
formulaic expressions and a rule-based competence  
There is no mention of formulaic expressions, but section 8.1.7 of CGC makes the case 
for repeated practice which facilitates chunk learning: “Practice makes learning long 
lasting. When practiced repeatedly, learning is not only permanent but also transformed 
from theory to application” (p. 18). Ellis & Shintani (2013) cites research that claim that 
“…classroom learners learn ready-made chunks as a result of engaging in controlled 
practice activities…” (p. 40).       
The syllabus content for English 2 contains many discrete grammar points. Suggested 
grammar test items include changing sentences and uses of suffixes and prefixes. 
Authors have been instructed to produce “workbooks with appropriate exercises 
…along with textbooks in order to give students further opportunities for language 
practice” (p. 71). Teachers have been advised that “structural and functional aspects [of 
the target language] should be presented in a systematic and graded way within 
context” (p. 35). These guidelines have implications for the development of a rule-
based competence.       
Instruction needs to ensure that learners focus on meaning 
There is support for ‘focus on meaning’ in the introduction to ELC-S which states that 
“the curriculum focuses on teaching-learning English as a skill-based subject so that 
learners can use English in their real-life situations by acquiring necessary knowledge 
and skills…” (p. 73). One of the principles mentioned in ELC-S is that “[s]kills practice 




learners should have “a clear understanding of what they are learning” (p. 17). The 
promotion of CLT and the suggestion that grammar and vocabulary should be taught 
“within real life contexts” (p. 35) are also in line with a ‘focus on meaning’.      
Instruction needs to ensure that learners also focus on form 
The syllabus content for English 2 of both ELC-LS and ELC-S include discrete point 
grammar items (discussed in 5.2 above). Also, the syllabus content for English 2 
mentions language points alongside themes. Test items for English 2 such as 
‘changing sentences’, ‘correcting mistakes’ imply a focus on linguistic form. However, 
the NCPD2012 does not make it clear whether teachers should include a ‘preemptive’ 
or a ‘reactive’ focus on form.  
Instruction needs to be predominantly directed at developing implicit 
knowledge of the L2 while not neglecting explicit knowledge 
There is no mention of ‘implicit knowledge’ in the curriculum but suggested activities 
such as ‘extensive reading’, and ‘participation in discussions and debates’ lend support 
for the development of implicit knowledge. Nevertheless, the inclusion of language 
points and grammar items in both English 1 and English 2 imply a clear and strong 
emphasis on ‘explicit knowledge’.    
Instruction needs to take into account the order and sequence of 
acquisition 
There is no mention of the importance of taking account of the order and sequence of 
acquisition in the curriculum. However, this principle may not apply to contexts such as 
Bangladesh where there is a heavy emphasis on explicit learning, since explicit 
learning is, as Ellis & Shintani (2013) argue, not subject to the same developmental 
constraints.  
The introduction to ELC-LS makes the point that the level of difficulty in language 
content should vary from grade to grade. Also, the instruction for authors that topics 
and themes should be “suitable for learners’ age and cognitive level” (p. 71) suggest 




Successful instructed language learning requires extensive input  
NCPD2012 recommends “using supplementary reading materials to develop learners’ 
reading skills” (p. 73) alongside textbooks. Also, suggested listening activities for 
English 1 in ELC-LS such as ‘students listening to commands and instructions given by 
teachers and acting accordingly’, and ‘listening to stories and answering questions’ 
imply teachers’ role in providing language input in the classroom.  
However, there is a potential confusion regarding the use of supplementary materials, 
as the NCPD2012 does not make clear where these materials will come from. Although 
the NEP2010 states that the NCTB of the MoE will prepare supplementary materials 
along with the textbooks, exercise books and teaching aids, no supplementary 
materials had been published by the NCTB when this analysis was being conducted.    
Successful instructed language learning also requires opportunities for 
output  
The curriculum aims to promote the development of both the receptive and productive 
language skills. The syllabus is organized around the skills: the writing skill is included 
in both English 1 and 2 while the speaking skill is included in English 1. Suggested 
teaching and learning activities include speaking and writing tasks such as dialogues, 
debates, oral presentations, pair/group work, and writing short paragraphs, essays, 
letters and stories. Assessment of the speaking skill is recommended for formative 
assessment. Test items for speaking in ELC-LS mention ‘describing’ routines, family, 
home town/village, games and sport and ‘narrating’ recent events and incidents, for 
example.   
Some of the suggestions in section 10 of the CGC aim to improve the quality and type 
of learner output. Teachers are advised to avoid “yes/no” and “memory test questions” 
(p. 21) and, instead ask questions that are “thought-provoking and inspiring” (p. 21) and 
questions that require “clear conceptions […] about the subject matter to answer” (p. 
21). Moreover, teachers are advised to encourage learners not just to answer but also 
to ask questions. Opportunities for free production are also needed for the development 
of learners’ “creativity and critical thinking through [the] English language” (p. 74), which 




The opportunity to interact in the L2 is central to developing L2 
proficiency 
The NCPD2012 presents practical recommendations as well as theoretical discussions 
which point to the significance of learner participation, collaboration and classroom 
interaction. In section 8.1 it is stated that learner participation, both physical and 
mental, is a key aspect of pedagogy. Physical participation is defined as “learning by 
doing” (p. 17), and mental participation is seen as “doing such work or assignment that 
needs thinking” (p. 17). NCPD2012 also recommends cooperation and collaboration 
among learners: “Learners will learn from each other in a group through cooperation” 
(p. 19) and that they should have “opportunities to analyse or reflect collaboratively in 
groups” (p. 19). Collaborative group work is seen as useful in “helping learners develop 
their leadership, cooperation and communication skills” (p. 12). The authors of 
textbooks are advised to “provide opportunities for learners to learn and practice social 
interactions through dialogues” (p. 71). Teaching learning activities under the speaking 
skill include dialogues, discussions, role play, and specifically mention teacher-student 
as well as student-student interactions.    
Section 10 of CGC offers some teaching techniques that aim to facilitate interaction 
(e.g. teachers should ask probing questions based on the given answer; allow students 
time for thinking; clues can be given for learners to answer). An example interaction 
between the teacher and a student is also given for guidance that shows how to extend 
the Initiation-Response-Feedback/Evaluation (IRF/E) exchange structure through 
teachers’ use of probing questions. Some of these techniques occur in Walsh (2011) as 
well as Macaro et al.’s (2015) characterization of high-quality oral interaction in the 
class, and also in Hardman’s (2016) descriptions of ways of enhancing learners’ 
contribution to classroom discourse.  
Instruction needs to take account of individual differences in learners 
Section 8 of the CGC includes a number of suggestions and strategies that highlight 
the importance of addressing individual differences. Some examples are given below: 
• …the duration of concentration for children …is 8 to 10 minutes. And that also 
depends on how much the work is attractive and pleasurable. So class activities 




• Every learner has her/his own learning style. So learning becomes easy for 
learners if necessary cooperation is provided. 
• [New knowledge and skills] should be presented in a way so that learners can 
relate their new learning to their own life by comparisons/contrasts, and 
examples. 
• Teacher’s positive attitude to learners is very important in education. 
• A teacher has to believe that all students have the ability to learn. (pp. 17-18) 
These suggestions emphasize the importance of the pupils’ affective engagement, their 
learning style preferences, and motivation for successful language acquisition. 
Instruction needs to take account of the fact that there is a subjective 
aspect to learning a new language 
This principle does not feature strongly in the curriculum. Still, there are occasional 
references to the need to engage with learners’ affect and feelings. Along with activities 
under the writing skill there is a suggestion that learners should be encouraged to 
express their thoughts and emotions. Another suggestion is that literature can be used 
for pleasure. However, the statement in section 13 of CGC that “[T]he affective aspects 
of learners especially their individual and social behavior, values etc can be done* 
[=evaluated] in formative assessment for further corrections” (p. 26) suggests that 
learners’ subjective selves need to be constructed along lines prescribed by authorities.    
In assessing learners’ L2 proficiency it is important to examine free as 
well as controlled production 
The curriculum states that all four language skills will be assessed along with grammar. 
Test items for assessing speaking and writing skills are included in the English 
curriculums. There is no specific mention of free and controlled production but the test 
items for speaking and writing skills (e.g. ‘describing’ and ‘narrating’ for speaking, and 
writing paragraphs, letters, and stories for writing) have the potential to examine free 
production. Other test items (e.g. gap filling, closed questions, guided story writing) 




As I read the curriculum document using bottom-up and top-down approaches, I 
noticed a number of flaws of the curriculum document. Firstly, the curriculum is rather 
long (93 pages) and contains many repetitions. As mentioned before, the list of terminal 
learning outcomes in section 3 is repeated in the following section under the title of 
class-specific learning outcomes. Second, there is a lack of clarity in the way the reform 
message is worded in some places. Some of the sentences such as “…teachers’ 
language skill development should be given priority over training them in teaching 
methodology or any such other areas” (p. 35) and “Test items must be developed by 
question setters” (p. 69) are vague and confusing. There is vagueness regarding what 
the curriculum means by the objective of proper pronunciation, stress and intonation 
(section 2.9.2). Third, although the curriculum draws on contemporary understandings 
of SLA processes and ELT pedagogy, the treatment is not clear nor comprehensive. 
There is a lack of clear guidelines on the role and use of learners’ mother tongue in 
ELE (Hall & Cook, 2012), on strategy training (Oxford, 1990), on the development of 
learner autonomy (Benson, 2007), on the implications of the development of English as 
a Lingua Franca (ELF) (Jenkins, Cogo & Dewey, 2011), or on issues to do with inter-
cultural communication (Baker, 2016; Byram, 1997).  
5.4 Discussion and development of an analytical 
framework  
In this section, I review the teaching ideas or pedagogical recommendations of the 
NCPD2012 in the light of concepts and principles that occur in the principled 
frameworks (discussed in 5.1). The purpose of the review is to highlight aspects of 
pedagogy that I would look for in my data in the case study chapters. Based on the 
discussion, I will develop and justify an ‘analytical framework’ required for the analysis 
of English language teachers’ beliefs and practices as well as mention the problems 
inherent in adopting such an approach. For the review, the pedagogical 
recommendations were grouped together into eleven categories, and six broad themes: 
classroom environment and learners as individuals, target language input, opportunities 
for output, classroom interaction, grammar instruction, and continuous assessment and 
feedback. Table 5.1 illustrates the themes on the left side and the corresponding 
recommendations on the right. The recommendations are rewritten for the sake of 




section (see Table 5.2) is comprised of the six themes, eleven categories and over 
thirty ‘codes’ that emerged during the whole process of analysis and review. I slightly 
revised the framework following data collection: I scrutinised the curriculum document 
several times, re-read the principles included in the pedagogical frameworks, and 
revised my initial list of categories and codes. A few categories (e.g. intercultural 
communicative competence; English as a Lingua Franca) did not feature prominently 
either in the NCPD2012 or the data, so I left them out of the framework.    
Table 5.1: The major recommendations of NCPD2012 linked to the broad themes 
Themes Pedagogical recommendations of the NCPD2012 
Classroom environment 
and learners as 
individuals 
Create an enjoyable and unthreatening learning climate 
Teacher-student ratio of 1:30 is a very important factor to ensure 
students’ interaction as well as successful monitoring and 
evaluation of students’ progress. 
Students should sit around a table in circles. If there is no 
arrangement like this, they will turn around to sit face to face 
during group work. 
Motivate pupils so that they believe in their abilities 
Praise and appreciate – Do not use punishment or abusive 
language 
Use teaching aids and multimedia  
Target language input  Make sure pupils understand the content of the materials 
Supplement the materials 
Opportunities for output  Provide opportunities for guided L2 production (controlled 
language practice) as well as free communication (expression of 
meanings) 
Ask referential questions 
Classroom interaction Increase wait time and allow pupils to have longer turns 
Ask probing questions (extend IRE/F exchange structure) 
Use pair/group work 




Grammar instruction Teach grammar in context (i.e. in text and extended discourse) 
Include grammar practice 
Continuous assessment 
and feedback 
Develop and assess all four language skills  
Provide formative feedback   
Correct mistakes  
Identify errors or mistakes in pupils’ performance and suggest 
ways to overcome them 
5.4.1 (Theme 1) Classroom environment and learners as 
individuals 
This theme is comprised of two categories: classroom environment and learners as 
individuals. The two categories have been merged because there is a good deal of 
overlap among the pedagogic suggestions that relate to the two categories. A 
conducive or congenial classroom environment is seen as necessary for effective 
language teaching. Two of the frameworks (e.g. Brown & Lee, 2015; Jacobs & 
Renandya, 2016) include the classroom environment as a principle and discuss its 
many features such as the physical environment of the classroom, teachers’ roles and 
styles, and a positive affective climate. The other category termed ‘learners as 
individuals’ refers to individual differences among learners in learning styles, strategy 
use, proficiency levels, interests and motivation. A number of frameworks that I 
consulted (e.g. Brown, 2002; Ellis & Shintani, 2013; Jacobs & Renandya, 2016; Long, 
2014) include the principle that teaching should take account of individual differences.    
To begin with the physical environment, an ideal classroom is described as one which 
is clean, free from external noises, and equipped with chalkboards/ whiteboards and 
multimedia. In the context of communicative and task-based language teaching, 
optimal seating arrangements are reported to be another crucial feature: patterns of 
semi-circles, U-shapes, and any other “configurations that make interaction among 
students feasible” (Brown & Lee, 2015, p. 292) are recommended. The NCPD2012 
makes several recommendations that point to the importance of a congenial learning 
environment. It stresses the need for a small class by maintaining a teacher-student 




materials, and seating arrangements where students can “turn to sit face to face with 
[other] students” (p. 22).  
With regard to teachers’ characteristics, Brown & Lee (2015) maintain that teachers 
need to be prepared to play many different roles: authority figure, director, manager, 
counsellor, guide, as well as roles as friend and confidante. Teaching styles can range 
on a continuum, from formal to informal, serious to humorous, and restrictive to 
permissive. Brown & Lee (2015) argue that there are successful teachers on both ends 
of the continuum, and teachers do not need to force themselves into “a stereotype that 
doesn’t jibe with your most effective self in the classroom” (p. 305, original emphasis). 
Still, teachers’ roles and styles are closely linked to the kind of classroom climate that is 
created. According to Jacobs and Renandya (2016), students need to feel safe to 
communicate in the second language, to feel accepted in the learning community in 
which everyone is supported and respected by others, and to have opportunities to 
develop their unique selves. Brown & Lee (2015), in the same vein, describe a positive 
classroom climate as one that is “positive, stimulating, and energizing” (p. 306) and 
suggest establishing rapport with students, balancing praise and criticism, and creating 
and nurturing students’ energies for the creation of a positive classroom climate. The 
other category ‘learners as individuals’ relates to the importance of “tailoring instruction 
to cater to individual differences in goals, interests, motivation, cognitive style, and 
learning strategies” (Long, 2014, p. 325). Ellis & Shintani (2013) point out that teachers 
can cater to individual variation “by adopting a flexible teaching approach involving a 
range of different instructional activities” (p. 26). They also suggest the use of learner 
training and fostering motivation in their learners. Long (2014) emphasizes modifying 
the pace and manner of delivery as a way of individualizing instruction. Many of these 
principles and teaching strategies occur in the NCPD2012. Teachers are advised to 
have a “positive attitude to learners” (p. 18), to “carry high opinions about the learners” 
(p. 18), and avoid “using canes or giving any kinds of mental or physical punishment” 
(p. 18) such as using abusive language and corporal punishment. These suggestions 
are relevant to the Bangladeshi school contexts because stories of abuse and physical 
punishment by teachers are regularly reported in the newspapers. It is suggested that 
teachers should rather give inspiration to provoke learning desire among the learners. It 
points out that every learner is unique with their own learning style, and that necessary 




conceptualised as one “based on affection, respect, and cordiality” (p. 18) in which 
students can discuss any personal or classroom-related issues without any hesitation. 
It is also suggested that the textbooks should use a variety of activities (p. 71), provide 
guidance and inspiration (p. 21) and “teach through fun and entertainment” (p. 71). 
Thus, the recommendations and guidelines in the NCPD2012 relating to the classroom 
environment and learners as individuals to a large extent align with the procedures 
mentioned in the principled frameworks.      
5.4.2 (Theme 2) Target language input 
This theme is comprised of two related categories: providing adequate input and 
ensuring that learners can access the input. SLA researchers including Dörnyei (2013) 
and Ellis & Shintani (2013) emphasise the point that learners need extensive exposure 
to target language input for the development of target language proficiency. They point 
out various sources of target language input such as the course books, supplementary 
reading and listening materials, teacher talk, and language used during negotiated 
interaction. Traditionally, the textbook has been the main source of language input for 
learners of English in Bangladesh (Farooqui, 2008). In addition, as discussed above 
(see section 5.3), the NCPD2012 recommends using supplementary reading materials 
and suggests listening materials and activities: “Learners will listen to the stories told by 
teachers or will listen to audio tapes to answer relevant questions” (p. 50).  
While providing input, two key issues for teachers seem to be providing adequate and 
appropriate input and making sure the input is accessible to the learners. Ellis & 
Shintani (2013) point out that graded readers have been widely used for extensive 
reading programmes as they provide useful and accessible input particularly for low-
proficiency learners. Long (2014), however, observes that dialogues and reading 
passages in published materials including graded readers often contain “linguistically 
impoverished input” (p. 307) due to attempts at simplification at lexical and structural 
levels, and makes the case for providing ‘rich input’. He adds that teacher speech in 
grammar drills and exercises as well as pedagogic tasks can similarly provide “limited 
data from which to learn a new language” (p. 307). He argues that learners should 
receive ‘rich’ input in terms of quality, quantity, genuineness, relevance, and linguistic 




be motivating, authentic and challenging for language learners has implications for 
providing ‘rich’ input. The other issue is the ‘accessibility’ of the input because exposure 
to target language input does not automatically lead to attainment (Arnold, Dörnyei, & 
Pugliese, 2015). SLA researchers suggest various strategies to make input accessible 
and useful for learners. For example, Loewen (2015) mentions ‘input flooding’ 
(examples of the target structure are artificially increased) and ‘enhanced input’ (the 
target feature is made salient by means of highlighting, for example). Ellis & Shintani 
(2013) argue that input modification activities such as the ones suggested by Loewen, 
are needed to help learners pay attention to linguistic forms as well as to construct 
form-meaning mapping. Long (2014) also suggests ‘input elaboration’ rather than 
‘simplification’ in order to improve the comprehensibility of spoken and written texts. He 
suggests the use of such devices as repetition, paraphrase, synonyms, overt marking 
of grammatical and semantic relations, and the addition of linking words. As Long 
rightly notes, some of these devices can be used by classroom teachers. 
Contextualisation of input is another strategy that makes input accessible. According to 
Kumaravadivelu (1994), linguistic input should be presented and practiced in 
meaningful contexts rather than taught as isolated discrete items, because the latter 
approach “will result in pragmatic dissonance, depriving the learner of necessary 
pragmatic cues and rendering the process of meaning making harder” (p.38).  
While the NCPD2012 recommends the use of supplementary reading materials and 
stresses the importance of learners’ comprehension of the texts, it does not mention 
the strategies that teachers can use to make input comprehensible: “Learners should 
learn through understanding. They should have a clear understanding of what they are 
learning. Mere memorization without understanding is not any learning” (Ministry of 
Education, 2012, p. 17). It argues that understanding helps learners develop problem-
solving skills but provides no clear instructions on ways of facilitating understanding. 
For example, one way of dealing with learners’ understanding problems may be to use 
their L1, but L1 use finds no mention in the document. Hall & Cook (2012), based on 
their survey on English language classrooms around the world, reported widespread 
use of L1 use, particularly with lower level students. Teachers in their study reported 
using L1 for clarification, confirmation of understanding, reduction of anxiety, 
developing rapport and a good classroom atmosphere, and the explanation of difficult 




English has a long history. One of the aims of this study was to explore if the teachers 
used L1, and if they did, why they did so.    
5.4.3 (Theme 3) Opportunities for output 
This theme relates to opportunities for learners to produce output in speaking as well as 
writing. As discussed in 5.3 above, the NCPD2012 stresses the development of 
learners’ productive skills of speaking and writing, and suggests a number of activities 
to develop the skills. Activities that require learners to produce output can range from 
‘controlled/guided’ to ‘free production’. Learners produce output during interaction with 
their teacher and peers as well as alone when they complete an incomplete sentence 
or write a short composition, for example. Output learners produce in the context of 
classroom interaction is dealt with under a separate theme (5.4.4). Theme 3 covers 
activities and exercises that require learners to produce output alone.  
Both ‘controlled’ and ‘free’ production activities have their place in language teaching 
(Dörnyei, 2013; Littlewood, 2014). Dörnyei (2013) points out that ‘controlled practice 
activities’ are useful because they “promote the automatization of L2 skills” (p. 169). 
The focus here, however, is on the opportunity learners have for the expression of their 
own meanings or ‘free production’. NCPD2012 recognises that memorisation of set 
answers has been a long-standing problem among Bangladeshi learners. The 
curriculum document aims to develop learners’ creativity and critical thinking skills 
which is linked to opportunities for free production. One of the principles in Macaro et 
al.’s (2015) framework emphasizes opportunities for free production: “Learners need to 
be encouraged to speak spontaneously and to say things that they are not sure are 
correct” (p. 5).  
Comprehension questions that seek learners’ opinions or evaluations rather than 
knowledge of facts are likely to promote free production. Teachers can encourage 
learners to speak and write freely and express their own meaning by asking more 
‘referential questions’ and fewer ‘display questions’ (Walsh, 2013). Excessive error 
correction and focus on ‘accuracy’, in contrast, will impede the development of ‘fluency’ 
in writing and speech. As discussed in section 5.3, the NCPD2012 mentions activities 
and assessment types for both ‘controlled’ and ‘free’ production. It provides guidelines 




regard to error correction, there is a suggestion that teachers should identify and 
address errors retrospectively, thus prioritising ‘fluency’ ahead of ‘accuracy’: “…monitor 
each group’s work and provide necessary guidance and assistance. Later teacher 
identifies errors or mistakes …and suggest ways to overcome them” (p. 24). At the 
same time, ‘correcting mistakes’ has been mentioned as a grammar test item for 
English 2 suggesting a focus on ‘accuracy’ of output.  
5.4.4 (Theme 4) Classroom interaction 
This theme subsumes pedagogical recommendations that relate to classroom 
interaction and opportunities for learner participation, as shown in Table 5.1. Dörnyei 
(2013), Ellis and Shintani (2013) and Macaro et al. (2015) all emphasize the importance 
of opportunities for learners to interact in the classroom. Classroom interaction -- both 
learner-learner and learner-teacher – provides opportunities for learners to produce 
output and develop fluency. Engaging in interaction allows learners to ‘focus on 
meaning’ (Ellis & Shintani, 2013) and acquire linguistic and pragmatic resources 
required for repairs, comprehension checks, clarification requests, and turn taking 
(Kumaravadivelu, 1994; Walsh, 2011). Brown & Lee (2015) argue that interaction is the 
key to developing automatic production and comprehension of L2. Long (2014) points 
out that pair work and small group work offers learners opportunities to try out what 
they know without worrying about the glare and scrutiny of a large class, and is 
therefore good for the shy students. The NCPD2012 too places emphasis on classroom 
interaction: it stresses ‘learning by doing’ (p. 35) and states that interactive activities 
should be carried out between the teacher and students, as well as between students.  
Walsh (2011) stresses the teachers’ role in ensuring successful classroom interaction 
since “interaction …is both instigated and sustained by the teacher” (p. 53). He argues 
that teachers should develop what he calls ‘classroom interactional competence (CIC)’ 
so that they can “enhance learning and learning opportunity” (p. 180). He points out 
that CIC, although context-specific, has certain features which are common to all 
contexts. The features of CIC he mentions include alignment between language and 
pedagogic goals; creating space for learning through increased wait-time, by promoting 
extended learner turns, by allowing planning time; and ‘shaping’ learner responses in 




and extending the responses. Similarly, Li (2017) argues that teachers can enhance 
learning opportunities by asking more open (as opposed to display) questions, by 
breaking the ‘rigid’ Initiation-Response-Feedback (IRF) exchange structure, and by 
allowing learners to produce longer turns. Hardman (2016) suggests that teachers use 
‘higher order questions’ and ‘formative feedback strategies’ as a way of opening-up 
classroom discourse and ensuring ‘high quality oral interaction’ (p. 9). She provides 
examples of feedback techniques for teachers to use to probe and build on students’ 
contributions.  
As the analysis in 5.3 shows, the NCPD2012 suggests a few of these strategies. It 
suggests questioning strategies for teachers, recommends allowing thinking time for 
learners, and offers advice on seating arrangement for pair/group work among others. 
The data in the case study chapters will reveal how teachers evaluated these strategies 
and the extent to which they incorporated them in their classrooms.   
5.4.5 (Theme 5) Grammar teaching 
All the pedagogical recommendations made in the NC2012 that relate to teaching 
grammar, structure and attention to language form are subsumed under this theme. 
Traditionally, grammar has been an integral part of language teaching in Bangladeshi 
classrooms (Farooqui, 2009). Dörnyei (2013) argues that attention to the 
formal/structural aspects of the L2 is useful in developing “accuracy and 
appropriateness at the sentence, discourse and pragmatic levels” (p.169). The 
NCPD2012 stresses ‘accuracy’ and ‘using English language appropriately’ as learning 
objectives (p. 36).  
With regard to grammar teaching, Long (1991) makes a distinction between ‘focus on 
forms’ and ‘focus on form’ approaches. According to him, ‘focus on forms’ refers to 
“explicit types of L2 instruction in which language and language rules are the overt 
objects of instruction” (cited in Loewen, 2015, p. 58). Traditionally, language instruction 
has been focused on developing rule-based competence through the teaching of pre-
selected structures or grammar points (Ellis & Shintani, 2013), an approach widely 
practiced in Bangladeshi schools (Rahman, 2015). According to Long (2014) ‘focus on 




connections reactively within the context of a communicative task. The rationale for 
‘focus on form’ is that, as Loewen (2015) argues, “interaction without any attention to 
linguistic accuracy does not necessarily improve linguistic accuracy” (p. 56).  
Ellis (2005) points out that classroom instruction can facilitate focus on language form 
through deductive (using metalinguistic description) as well as inductive (indirect 
learner discovery) grammar teaching approaches. A popular deductive approach to 
teaching grammar is known as Presentation-Practice-Production (PPP) where a new 
grammatical structure is first explained, then practiced through focused exercises and 
finally produced by students (Ur, 2018). PPP is often considered ineffective by 
proponents of task-based language teaching (Ur, 2016) who tend to prefer a 
retrospective focus on form through ‘focused’ or ‘unfocused’ tasks. Another approach 
to grammar teaching is developing language awareness through implicit 
‘consciousness-raising’ tasks (Ellis, 2016).     
The NCPD2012 suggests the teaching of grammar in context but does not suggest 
how this can be done. The Teachers’ Curriculum Guides (TCGs) that were published 
only recently reproduce the aims, objectives and pedagogical recommendations found 
in the NCPD2012 as well as include a number of sample lesson plans, mostly for 
teaching of the four language skills, but they do not offer any guidance on grammar 
teaching. However, the syllabus for English 2 in NCPD2012 sends a contradictory 
message, since it mentions discrete-point grammar items (e.g. tenses, active and 
passive voice, modals, sentence types and transformation of sentences, prepositions 
and articles) for teaching and assessment purposes, but no guidance is provided 
regarding how to contextualise these items. 
5.4.6 (Theme 6) Formative Assessment 
NCPD2012 categorizes assessment into two types ‘formative’ and ‘summative’ 
(Ministry of Education, 2012, p. 25) and describes both types as necessary. It points 
out that there are many positive aspects of formative or continuous assessment such 
as helping teachers to identify learners’ weaknesses and dealing with those in class 
more effectively. This is in line with Bloom’s (1969) conceptualization of the purpose of 
formative evaluation: “to provide feedback and correctives at each stage in the 




summative assessment, formative or continuous assessment is a relatively new 
concept in ELE in Bangladesh. The previous curriculum was reported to have a 
negative washback effect as it did not test listening and speaking skills and had no 
provision for formative feedback (Hamid & Baldauf, 2008). Identifying and correcting 
errors and mistakes in learners’ writing has been a common classroom activity in 
Bangladeshi schools (Farooqui, 2009). NCPD2012 suggests correction of errors and 
mistakes in oral presentations and group discussions too:  
The teacher moves around the class to monitor each group’s work and provide 
necessary guidance and assistance. Later teacher identifies errors or mistakes 
in the group presentations (if any), and suggest ways to overcome them. 
(Ministry of Education, 2012, p. 24) 
Providing feedback is a feature of formative assessment. NCPD2012 mentions 
‘feedback’ several times. It points out various types of feedback: ‘individual feedback’ 
as well as ‘whole class checking’ (p. 62), and suggests both teacher feedback as well 
as ‘peer checking’ (p. 64), but it does not provide any detail on ways of doing that. For 
example, the suggestion for the evaluation of writing for grade 7 is that “learner writes 
and teacher checks answer sheets and gives feedback” (p. 55).           
Corrective feedback is widely used in language classrooms to promote the 
development of accuracy and appropriate use of language. Common corrective 
feedback strategies include explicit correction, recasts, clarification requests, 
metalinguistic clues, elicitation, and repetition (Hardman, 2016; Lyster & Ranta, 1997, 
cited in Ellis, 2012). This study involved the analysis of lesson observation data and of 
classroom discourse; therefore, there was a focus on pupils’ participation as well as 
teachers’ strategies for providing feedback.  
Leung & Mohan (2004) agree with the many advantages of classroom-based 
assessment but caution us of the danger of taking the paradigm of standardized testing 
for classroom formative assessment. Another practical challenge is that implementing 
formative assessment requires teachers’ knowledge and understanding as well as time, 
as noted by Bennet (2011, p. 19):  
Even if we can find a practical way to help teachers build pedagogical skill, 




teachers need significant time…to put that knowledge, skill, and understanding 
to practice…. 
These comments by Bennet are relevant to the Bangladeshi contexts, because 
teachers might lack the understanding of the purposes and procedures for classroom-
based assessment and be under pressure of time and therefore may be unable to 
implement formative assessment.    
Table 5.2: The Analytical Framework 
Themes Categories Codes 
Classroom environment 
and learners as 
individuals 
Creating a conducive 
environment  
seating arrangement, availability 
and use of ICT/multimedia, 
affective climate, TL relationship, 
praising/motivating pupils, corporal 
punishment  
Catering for learner 
differences 
using a variety of activity, learners’ 
needs, learning styles and 
strategies  
TL input  Providing adequate input using varied and challenging texts, 
using the textbooks, using 
supplementary materials (e.g. 
graded readers), extensive 
reading/listening, text extension 
Ensuring that learners can 
access the input or 
understand the materials  
bottom up and top down processing 
strategies, focus on linguistic forms 
and meaning, L1 use 
Opportunities for output Providing opportunities for 
guided as well as free 
production in writing and 
speaking 
display questions (guided 
production) vs referential questions 
(free production); short utterances 
vs extended production; fluency vs 
accuracy; creativity, error correction 
Classroom interaction Ensuring TL interaction  IRF/E, extending IRF/E, probing 
Qs, teacher talk time vs learner talk 
time, teacher wait time, learner 
initiation 
Ensuring LL interaction group work, pair work 
Grammar teaching Teaching grammar in context  Focus on form vs focus on forms, 








Teaching and assessing the 
four language skills  
class test, homework, class work 
Giving feedback Feedback  
 Correcting errors Teacher/peer/self-correction 
 
To sum up the discussion so far, there is evidence in the NCPD2012 that the NC2012 
promotes an interactive and communicative approach to teaching with emphasis on 
learner participation in classroom interaction and discourse. At the same time, there is 
a recognition and acceptance of transmission-based pedagogies such as the explicit 
teaching of grammar. Thus, it appears that the curriculum intends a dual focus of 
communication skill development and grammar knowledge. In the context of this dual 
emphasis, it is crucial to examine how teachers experience the new curriculum and the 
extent to which teachers draw on the suggested pedagogical strategies in a principled 
manner. Based on the findings of my bottom up (section 5.2) and top down analysis 
(section 5.3) and the follow-up discussion (section 5.4), I developed a thematic 
framework (Table 5.1) for the analysis of lesson transcripts and my interview data.  
The thematic framework was then used for the organization and presentation of 
findings in the data analysis chapters (Chapters 6, 7. 8. 9 & 10). The themes were 
derived from the specific recommendations in NCPD2012 by grouping them into 
categories and broader themes. However, the use of a framework derived from one set 
of data to analyse a different set of data (e.g. lessons and interviews) is not without its 
problems. Firstly, the framework is not prescribed by the Ministry of Education, so 
teachers are not expected to plan and organize their teaching around the principles in 
the framework. Secondly, the principles that occur in the framework are selected by the 
researcher. These are by no means representative of all the research findings in the 
field of SLA and ELT pedagogy. The framework does not cover all the principles that 
are deemed important by researchers or language teachers. Nevertheless, the use of 
the framework can be justified on two grounds. First, and as mentioned before, the 
principles included in the framework are either directly stated or implied in the 




and assessment in Bangladesh. Secondly, for an exploratory study like this, it was not 
necessary to develop a comprehensive framework. Still, decisions regarding what to 
include and what to leave out were informed by their salience in the curriculum 
document as well as my initial findings during my fieldwork. Despite its limitations, 
therefore, the framework was deemed useful to serve the purposes of data analysis 







CHAPTER 6: CASE 1 (MUFAKKHIRUL) 
6.0 Chapter introduction 
In this chapter, I present one of four case studies that investigate mainstream 
secondary English teachers’ beliefs and instructional practices in relation to the 
pedagogical recommendations of the NCPD2012 in Bangladesh. The findings from 
each study are based on one initial interview, non-participant observation of three 
lessons, stimulated recall and post-lesson interviews usually held on the same day or 
within a week of the observation, field notes and one final interview held a few weeks 
after lesson observation was completed. Each of the four case study chapters is 
organized in the same way. First the teacher’s background, career history and current 
teaching context are briefly described. Then, the lessons observed are outlined along 
with an analysis of the materials where the teacher used them, and based on field 
notes from these observations and subsequent discussion of these in interviews, the 
teacher’s key practices and beliefs are described. These are then mapped onto the 
recommendations of the NCPD2012. The case analyses in this and the next three 
chapters are related to the three research questions in my study: What are the 
secondary teachers’ understandings of, and attitudes towards, the aims, objectives, 
and pedagogical recommendations of the revised national curriculum and associated 
materials; To what extent are English language teaching and assessment practices in 
alignment with the recommendations; and, What role do cognitive and contextual 
factors play in shaping the teaching and assessment practices? Following the 
presentation of all four case studies, the teachers’ beliefs and practices are contrasted 
and compared through a cross-case analysis (Yin, 2009) in Chapter 10. The discussion 
is guided by the framework developed in Chapter 5 based on the analysis of the 
NCPD2012 as well as by the themes that emerge in each individual case study.        
6.1 Mufakkhirul: background and experiences 
Mufakkhirul, with over 28 years’ experience teaching English at the secondary level, 
was the most experienced participant in my research. The table below (6.1) gives an 
overview of his biography and teaching context, which is discussed in more detail in the 




Table 6.1: Mufakkhirul’s background and context   
The Teacher 
• BA in Humanities (Bengali, Islamic History, and Social Work) 
• No pre-service training, but later completed B.Ed. with specialization in English and 
Geography. Also attended short training on CLT and CPD training 
• 28+ years’ experience overall; 23+ years at his current school    
The Institution 
• Large rural school with nearly 2000 students and 22 teachers (teacher-student ratio is 
1:90 approximately) 
• There is one multimedia room with a laptop, a TV with projector, and sound systems; 
regular classrooms have a blackboard and/or a whiteboard, benches with desks for 
students, a chair and a table. 
• The school has electricity, but power outage was frequent during observation period 
The Learners 
• All students are following the Bengali version of the National Curriculum 
• Most students are reported to be weak in English 
Mufakkhirul’s professional background 
Mufakkhirul began his career as a teacher in 1989 and moved to his current school 
(DHRHS) in 1994. He mainly teaches English, but like his colleagues, he also teaches 
other subjects (e.g. Islamic religion and ICT) as there is a shortage of subject teachers 
at the school. He has a graduate degree in Humanities as well as a one-year Bachelor 
of Education (B.Ed.) degree. During the B.Ed. programme, his subjects were English 
and Geography. He attended a three-week training workshop on Communicative 
Language Teaching which was offered to secondary English teachers after the 
introduction of the Communicative Curriculum in 1996-7. A few years later, he attended 
another 3-week CPD programme under the Teaching Quality Improvement (TQI) 
project, but has not received any training since curriculum revision in 2012-3. With a 
total of 28 years’ experience of teaching, he is easily the most experienced of the five 
English teachers at the school. He has travelled to local towns for training and other 
personal reasons but has lived all his life in his village and usually walks to the school 
six days a week. 




The institution Mufakkhirul works for is a large rural school with nearly 2000 students 
and 22 teachers. Although the National Educational Policy 2010 stipulates a teacher-
student ratio of 1:30 (Ministry of Education, 2010), the school has over 90 students per 
teacher. The main academic building is an L-shaped two-storied building which houses 
most of the classrooms, the science laboratory, the teachers’ room, the head teacher’s 
office, and a multi-media room. In addition, there are two one-storied buildings which 
are used as classrooms only. There is a large playground in front of the school. The 
school buildings and the playground are surrounded by boundary walls separating them 
from the small village market. Rickshaws and auto-rickshaws are the most commonly 
used vehicles on the country road connecting the school to the nearest town. The 
school has electricity but during the period of lesson observation, there were frequent 
power failures and teachers and students struggled in the heat and humidity.  
His evaluation of the pupils 
Mufakkhirul says that he had a lot of enthusiasm for the profession at the outset but 
now feels disappointed, at times demoralised even, because of the “poor quality” of the 
pupils he teaches at the school. He cannot enjoy teaching anymore, as 95% of 
students, in his opinion, cannot follow the lessons:  
…student quality is really poor: 40% cannot write the alphabet properly at age 
11 [grade 6]. Not even 10% are good enough to be in grade 6 (MK_int1: 29-30) 
His evaluation of pupils’ proficiency levels is echoed by the head teacher:  
Speaking of the English subject at my school, we do not find many students 
who are good in English. There are some, but their number is low in comparison 
with those who are weak (Mashfiq: int1: 33-4) 
Their evaluations are consistent with reports of poor English skills not only among 
Bangladeshi pupils but also among the teachers (e.g. Hamid & Baldauf, 2008).    
Mufakkhirul believes that the quality of primary education is very poor, and that has 
knock-on effects on secondary education. Students who are weak in English cannot 
cope with the demands of secondary English and, as a result, lose their motivation to 




…they come to us with a poor base, so they understand the language very little. 
They have very poor vocabulary knowledge. Many cannot even read out a 
passage or text in English. Those who do not understand, naturally cannot 
enjoy it, and lose motivation to study. (MK_int2: 9-13) 
He has also noticed that sometimes, during an English lesson, students remain busy 
working on other subjects. He believes that pupils do not take the English subject very 
seriously. For most of them, the aim is to pass the exams. At the early stage of his 
career, he had a passion for teaching, but he does not enjoy teaching as much now. 
Apart from low proficiency of pupils and their lack of interest in studies, large class size 
poses a serious challenge for language teaching. Mufakkhirul feels that he cannot carry 
out his “teaching responsibility” properly due to these constraints.  
How he became a teacher 
According to Mufakkhirul, he used to stand in for his elder brother who was a teacher at 
a rural school. He immediately hit it off with the students and enjoyed the experience. It 
was then that he developed an interest in and curiosity for teaching English. Once he 
completed his graduation, he had no hesitation in choosing teaching as his career. 
Although he had no subject-specific training then, he was recruited to teach English 
because there were no English graduates among the candidates, and he performed 
well in English in the recruitment examination. This practice is not uncommon in 
Bangladesh, where subject-based teachers are hard to find, particularly in rural areas 
(Rahman, 2009) and is also reported in the context of Thailand, where individuals may 
choose to become members of their teaching systems first and their choice of subject 
to teach arises from “their own school performance in and aptitude for that particular 
subject” (Hayes, 2008).   
His love for English 
During the interviews, he expressed his love for English, which he expects from the 
pupils too. His use of English is limited to classroom teaching as there are few 
opportunities for interaction in English in rural Bangladesh. However, whenever he gets 




Once I caught sight of a group of foreigners at a picnic spot. I went up to them 
to talk to them. I had interesting conversations with them and I relished the 
chance to speak in English with them. It was really a memorable experience. I 
wish I had more opportunities like that (MK_int3: 355-358) 
On another occasion, he narrates his experience of speaking in English with fellow 
trainees during a short training programme for school teachers: 
Whenever we were together, be it in the classroom or the kitchen, or on the way 
to class, we would only speak English. Teachers of other subjects would look at 
us with envy and admiration, and sometimes point to us saying ‘Look. There 
goes the English Department’. We would overhear them speak highly about us 
and we were filled with pride. (MK_int2: 106-109) 
Mufakkhirul’s excitement at the opportunities to use English in real life contexts is 
palpable in the above quotes. This also reveals how rare these opportunities are, 
particularly in rural areas, which pose a challenge for English language teachers’ 
continuous professional development in Bangladesh (Rahman, 2015).      
Mufakkhirul prefers to use English as the medium of instruction in his English classes: 
We should use English as much as possible. During CPD training, I had a 
wonderful trainer. She used to tell us that the English lesson should be such 
that people passing by can tell from the outside that it is an English class going 
on (MK_int4: 77-79) 
Mufakkhirul, however, says that he resorts to code-mixing when he perceives that 
pupils have problems understanding him.   
Attitude to the prescribed materials 
Mufakkhirul thinks that the prescribed textbooks are ‘good enough’ for the classes that 
he teaches. He points out that the current English for Today books include many 
activities for the development of the four language skills and were produced after 
substantial research and training of authors. He believes that the books can be great 
resources if they are utilized properly but the low proficiency level of the students, seen 
as “an additional burden” to teachers, makes it hard for him to make very good use of 




exams and, because of that, many activities in the textbook which are provided for the 
development of language skills remain unused. Apart from the communicative 
activities, the poems are also not taught in class, because, as he has experienced, 
pupils do not show any interest in them.  
In the current exam format, poems are not included. If the students were tested 
on the poems, that would have added importance to them. Poems do have 
value and usefulness for learning. In our childhood, we learned so many things 
through poems. If they recite them, their pronunciation would improve. The 
rhymes help learning and remembering new words. But we have to focus on the 
exams and on how we can help them score big in the exams. Since poems are 
not in the tests, they are rarely given importance” (MK_int4: 41-47) 
Attitude to training  
Mufakkhirul strongly believes in the role of training in developing as a teacher. He cites 
his own experience of training as a positive factor in improving his teaching skills. He 
has incorporated many ideas and techniques from his training to make his lessons 
more effective. During the interviews, he mentioned his training experiences, his 
admiration for one particular trainer and pointed out techniques and strategies that he 
learned during training. For example, he has learned to use pair/group work, debates, 
games and the importance of having a smiling face in the classroom. He says that he 
would love to see greater training opportunities for English language teachers. He also 
expressed doubts that English teachers at his school and in other similar schools who 
have not received training are able to teach the books well to the students.          
Mufakkhirul’s approach to teaching and assessment and his understanding and use of 
curriculum recommendations will be discussed in the next section along with a 
discussion of the observed lessons.   
6.2 Outlines of the lessons observed 
6.2.1 Observation 1 
Date: 21/05/17 




Attendance: 98 present out of 107 (all girls) 
Subject: English 2nd Part 
The first lesson was with students of Grade 8 (section 3). All students were female and 
98 students were present out of a total of 107. The classroom had 4 fans, a whiteboard, 
a blackboard and chalks. There were two doors – but the backdoor was blocked to 
make way for an extra bench to accommodate the pupils. The classroom was well-
ventilated with windows on two sides. There were sketches hung on the walls, drawn 
and signed at the bottom by students. Nobel-prize winning Bengali poet Rabindranath 
Tagore, the Taj Mahal, the Shahid Minar (Monument for language martyrs), and the 
structure of the human brain were among the sketches decorating the classroom walls. 
It was a bright and sunny day. The lights in the classroom were switched off as there 
was ample daylight inside the room. However, it was hot and humid and during the 
observation period, there was no power supply. The teacher was sweating and seemed 
to be in discomfort, as were the pupils, most of whom were wearing the hijab as part of 
school uniform.    
The lesson focused on English grammar and consisted of a number of activities (see 
Table 6.2). Mufakkhirul did not use any books or notes for the lesson. He used the 
blackboard to write and explain what he discussed. The lesson lasted around 35 
minutes. 
Table 6.2: Outline of lesson -- Mufakkhirul 1 
Activity 
No. 
  Description of the Activity  Lessons aims and 
brief comments 
1 T announces to the class that the topic for the lesson is going 
to be ‘Degrees of Comparison’. He writes on board ‘Degrees of 
comparison’. Ss take out their exercise copies and copy the 
words from the black board. 
Explicit teaching of 





2 T asks two students, Jasmine and Marufa, to go to the front of 
the class and stand facing the other students. T writes ‘tall’, 
‘taller’, ‘tallest’ on board and asks the whole class, “Look at the 
two girls. Who is taller?” Ss answer ‘Marufa’ in chorus.  
T:   Jasmin is tall, but Marufa is (pauses)? 
Ss:  taller  
T:   taller 
Focus on form 




3 T asks another student to stand up. T says “Ashika is the tallest 
girl in class eight. Who is the tallest girl in class eight?” Ss 
answer ‘Ashika’. T: Yes, Ashika is the tallest in the class.  
He writes “Ashika is the tallest girl in class eight” on board, 
reads it out and asks, “which degree is it?”  
SS reply in chorus: “superlative degree” 
T asks Ss what degree ‘tall’ and ‘taller’ are; Ss answer ‘positive’ 
and ‘comparative’ respectively. 
Display question – 








T asks the whole class to transform the sentence into i) positive 
and ii) comparative degrees 
After some time (around 30 seconds) T selects Ss for reading 
out their answers. A few Ss volunteer the answers. The 
answers are correct (as follows).  
Ashika is taller than any other girl in class eight.  
No other girl in class eight is as tall as Ashika. 
T asks a few more Ss to read out their answers. They repeat 




practice (focus on 
form/accuracy) 
 
5 T asks Ss to look at the three sentences and say if they 
understand the rule (for transforming sentences to show 
‘positive’, ‘comparative’, and ‘superlative’ degrees) -- Many Ss 
answer ‘yes’ in chorus.  
T invites students to say the rule aloud. A student explains the 
rule (in Bengali) “for comparative degree, we use any other but 
for positive we use no other …” T asks the class if they agree 





6 T writes another sentence on the board which students copy in 
their exercise book: 
Sentence 
transformation – 




“Nazrul is one of the greatest poets of Bangladesh” 
T asks students to change the sentence to show ‘positive’ and 
‘comparative’ degrees. Ss write answers in their notebook. T 
moves around, checks a few scripts, then invites a girl to the 
board who correctly writes positive and comparative forms:  
i) Very few poets of Bangladesh are as great as 
Nazrul. 
ii) Nazrul is greater than many other poets of 
Bangladesh. 
T asks other students to check their answers by matching with 
hers.  
 
7 T asks students if anyone would like to sing a song. A student 
stands up and sings a song in Bengali. Ss listen to the song 
with admiration and enjoyment on their faces. They clap for the 
singer.  
Singing – listening 
to a song 
 
The lesson was tightly controlled by the teacher. The topic of the lesson was selected 
by him: there was no discussion with students regarding the choice of topic for the 
lesson. He picked out students to come to the front of the classroom, demonstrated the 
use of comparative forms of adjectives, gave them sentences to manipulate, provided 
quick feedback on the answers, and elicited the rule for the use of ‘positive’, 
‘comparative’, and ‘superlative’ degrees. Students appeared to be energetic and 
promptly carried out the teacher’s instructions and commands. Mufakkhirul mostly used 
English during the lesson, initially in particular, but moved to code-mixing of Bengali 
and English. The atmosphere was relaxed. The teacher had a smiling face throughout 
and an encouraging tone for students to carry out the tasks he was assigning them. He 
did not shout at or rebuke anyone. Students occasionally smiled as the teacher smiled.  
The lesson illustrates explicit teaching of grammar in the context of isolated sentences. 
The pupils’ attention was drawn to the target form, i.e. the positive, comparative and 
superlative degrees of adjectives. Pupils were then led to practice the forms in a 
controlled manner in different sentences. The NCPD2012 discourages explicit teaching 
of grammar and recommends teaching grammar in context. During the activities in the 
lesson, pupils were not required to express their own meanings, nor make any decision 




meaning (when learners describe the girls using ‘tall’, ‘taller’, and ‘tallest’). Thus, there 
was a lack of alignment between the lesson and NCPD2012’s “teaching grammar in 
context” principle.        
Mufakkhirul usually takes a deductive approach to teaching grammar. After the lesson, 
he explains that he brings a poster to his grammar class with the rules and structures 
written on it, or he just writes the target structures on the blackboard. Then he explains 
the structure with an explanation and examples. He believes that this approach helps 
pupils understand and remember the rule.       
Some of the activities in this grammar lesson (e.g. 4 & 6) can be termed as “text 
manipulation activities” (Ellis, 2016) where pupils were required to use their knowledge 
of rules to transform sentences. There was no communicative purpose to the activities 
– the purpose seemed to be the correct use of the target forms in isolated and 
decontextualized sentences. The emphasis was on ‘accuracy’ of form and the outcome 
of the activity is predetermined linguistic display. Such ‘text manipulation’ activities are 
reported to be very common in grammar books (Ellis, 2002; Fortune, 1998). Their use 
has been justified on the basis that they provide useful practice that learners need to 
proceduralize the forms and related structures (DeKeyser, 2010) and help pupils to 
“leap from form-focused accuracy work to fluent and acceptable production” (Ur, 1996, 
p. 83). However, Ellis (2016) is not convinced that such controlled activities can aid in 
the productive use of grammar in real life situation. He points out that such activities 
engage learners only in “controlled, conscious processing” (p. 141) but are unlikely to 
prepare learners for participation in spontaneous face-to-face communication. The 
purpose of grammar teaching, according to the NCPD2012, is to help learners use 
grammatical rules/knowledge in real life contexts. The activities used by Mufakkhirul 
seemed unlikely to serve this purpose.             
Mufakkhirul is not aware what the NCPD2012 suggestions are regarding grammar 
teaching, but when prompted, during the post-lesson interview, he explained that he 
perceived ‘teaching grammar in context’ as the teaching of grammar using texts and 
stories. He reported that he would sometimes draw pupils’ attention to structures while 
teaching EFT, but generally he prefers to teach grammar deductively using the 
commercial textbook which contains many exercises, rather than the prescribed 




6.2.1 Observation 2 
Date: 25/05/2017 
Grade: Six   
Attendance: 82 present out of 100 (all girls) 
Subject: English 1st Part 
  
The second scheduled lesson was four days after the first lesson with a different group 
of pupils. I had been waiting in the head teacher’s office when Mufakkhirul came for 
me, and I followed him out of the office into the classroom. At the start of the lesson, 
Mufakkhirul stood in the front of the class and students sat in two rows facing him. The 
room was fairly spacious; still, students had to huddle together on benches due to the 
large class size. The classroom had a blackboard, chalks and a duster for the teacher. 
Room temperature was around 35 degrees Celsius: there were five fans running 
overhead. Mufakkhirul did not sit on the chair reserved for him, but kept moving around 
in the room giving instructions and feedback on pupils’ responses.    
At the outset, Mufakkhirul greeted pupils, asked them to open their copies of English for 
Today, and mentioned the lesson title: ‘Thanks for your work’. Most of the pupils had a 
copy of EFT. Mufakkhirul did not explain the purpose of the lesson but moved straight 
into the activities. He had probably primed the pupils for the lesson before calling me in. 
Since Mufakkhirul closely followed the content and activities provided in Lesson 5 of 
EFT (Grade 6) during the lesson, an analysis of the materials is needed before 
examining the extent to which the actual lesson aligns with the intentions of the 
materials writers and the principles/recommendations of NCPD2012.   













The activities in the textbook are prefaced by a number of learning outcomes which 
emphasize the skills of speaking, reading and writing. For speaking, pupils are 
supposed to talk about people, places and familiar objects in short and simple 




conversations on familiar topics. The two other learning outcomes are ‘reading and 
understanding texts’, and ‘writing short paragraphs’. The following activities are 
consistent with these aims. The first activity (A) presents pictures of a newspaper 
hawker, a nurse, a cleaner, a rickshaw-puller, a postman, a waiter. Pupils are asked to 
describe the occupation of each person. The next one (A1) is a gap-fill activity in the 
context of very short dialogues each containing a question and an answer. Pupils are 
required to act out the dialogues in pairs. These two activities are followed by a reading 
text about a rubbish collector consisting of two paragraphs. There are three activities 
based on the text. B1 requires pupils to answer comprehension questions, B2 asks 
them to write a composition about “a person who helps you live well” by answering 
some questions about the person, while B3 is a language focus activity requiring pupils 
to identify the ‘verbs’ in the text and write down their present or past tense forms. The 
activities are in line with the general objectives of learning English mentioned in the 
NCPD2012 (e.g. help learners develop competence in the four language skills for 
effective communication in real life situations) as well as specific recommendations of 
NCPD2012 such as learners’ participation, learning by doing, and language practice. 
Table 6.3 below summarises the way Mufakkhirul enacted the activities and how this 
relates to the recommendations/principles of the NCPD2012: 
Table 6.3: Outline of lesson -- Mufakkhirul 2 
Classroom implementation Lesson aims and brief 
comments 
1. Activity A in EFT. T asks Ss in English to match the pictures with 
description words. A girl says she does not understand when T 
repeats the instruction in Bangla. T moves around as students 
work individually. After some time, T asks Ss to volunteer the 
answers. A few hands go up. T selects a girl. She reads out the 
answers. T corrects one wrong answer and echoes the correct 
ones. T is pleased and asks Ss to clap hands. Two other 
students read out their answers. T is pleased and asks Ss to 
clap hands.   
A picture-description 
activity is turned into a 
picture recognition activity   
Medium of instruction is 
English. L1 is used to aid 
comprehension. 
Teacher feedback is 
through silence or echo. 
2. Activity A1 in EFT. T asks Ss to work in pairs and write the 
answers in their workbooks. Again, a student asks for 
clarification in Bangla and T repeats the instructions in Bangla. T 
moves around and monitors Ss at work. A few students say ‘sir, 
likhchi’ (sir, I have finished writing). T goes to them, checks their 
answers, provides feedback and correction and says, ‘Ok, 
Pair work – gap filling with 
clues 
The mechanical dialogue 




thanks’. T waits for others to finish. T reads out the questions 
and 5 different students volunteer to read out the five sentences. 
Teacher echoes the answers and thanks students. The whole 
class claps at the end of every answer. 
Q/A  between T and S 
Teacher feedback is 
through echo and 
correction – focus on form 
and accuracy  
3. T asks a pupil to read out the passage, and instructs others to 
listen. The reason for reading is not discussed. After the 
students finish reading, T tells the class to work in groups and 
write answers to the questions in B1. T repeats instructions in 
Bangla. T asks Ss if they need to listen again to be able to write 
the answers. Ss answer ‘yes’ in chorus. T asks the same girl to 
read out the whole passage again.   
After the second reading, T asks Ss to discuss with their neighbours and 
write the answers. Ss immediately get down to work. T monitors pupils’ 
work and checks the answers when any group finishes work. After some 
time, T asks Ss to read out their answers. T reads out the questions 
(Except Question F) one at a time, students raise their hands, and he 
selects some to answer. Some questions are repeated. T listens to the 
answers silently, but, on one occasion, he asks Ss if a given answer is 
‘suitable’ to which students do not say anything. T asks Ss to clap. 









Q. F (open-ended question)  
not asked  
4. Activity B2. T reads out the questions and instructs students that 
they will have to do the activity as homework.  
Homework (writing) 
5. Language Focus and B3. T asks Ss to look at the two sets of 
sentences in the book and tell what tense the verbs are. Ss reply 
in chorus. T asks if they can explain why they think the verbs are 
in the present or past tense. A student attempts an explanation 
in English, struggles and switches to Bengali. T helps her 
complete the explanation.  
T explains the next activity (B3) and sets it as homework 
Elicitation of declarative 
knowledge of verb tenses – 





Mufakkhirul mostly used English as the medium of instruction but used Bangla when 
the pupils asked for clarification. The atmosphere was relaxed and the pupils carried 
out the activities that Mufakkhirul asked them to do with enthusiasm, although some 
pupils, sitting at the back close to where I was sitting, seemed to struggle to keep pace 
with the rest of the class.  
The lesson was tightly controlled around the materials. All the activities from 1-5 as 




personalization of the input provided in the book. Of the “input elaboration” activities 
that Long (2009/ 2014) points out, only repetition was noticed, as pupils were asked to 
read a second time. Mufakkhirul explained that ‘repeated reading helps pupils 
comprehend the passage better, and helps them answer the comprehension questions 
better” (MK_int4: 27-29). He explains that he usually paraphrases the reading text in 
English but sometimes uses Bangla if pupils do not understand him.  
The lesson focused mainly on speaking and reading skills, but there was very little 
opportunity for pupils to produce output, as they did not have to express their own 
meanings. For example, the picture description activity (Activity A)  had the potential to 
engage pupils in the expression of meaning, but, as we see in Extract 1, Mufakkhirul 
implemented it as a picture recognition activity, with the result that pupils only had to 
match the given words with the pictures without contributing any words of their own. 
Mufakkhirul did not ask probing questions, and did not create greater opportunities for 
pupils’ cognitive engagement, output and interaction. The extract reveals teacher’s 
control throughout the activity. The feedback Mufakkhirul provided on pupils’ responses 
reveal a very limited range of vocabulary. In line 10 of the extract, he said ‘no’ and 
repeated the question when Aleya, the pupil, failed to answer in the correct sequence. 
When pupils gave the right answer, he mostly echoed the answer, remained silent or 
just said “OK” or “thanks”. Mufakkhirul repeated the activity with three pupils, which did 
not appear to be necessary because after he had echoed the correct answer with the 
first pupil, there was nothing to gain from a repeat of the activity. Instead, the time could 
have been better spent by describing the pictures and having a free discussion on the 
various professions and why all jobs are important. 
Extract 1    
1. T What do you see in the picture? Can you match the above words with   the 
pictures?  
2. S1:  [confused] ki? [=what?] 
3. T:  Can you match? 
4. Ss:  Yes. jii [=yes]  
5. T:  Within two minutes. Match. Is it clear? Chobigulor sathe uporer shobdoguli milabe        
[=match the pictures with the words]. 




7. SS:  Yes. 
8. T:  OK. Aleya. What is picture number one?  
9. S1:    [answers wrongly] picture number one is ‘newspaper hawker’ number 6.  
10. T:  NO, PICTURE NUMBER ONE! 
11. S1:  Oh, picture number 1? Err… ‘Cleaner’  
12. T:  Ok, thanks. Cleaner. Picture 2? 
13. S1:  postman 
14. T: postman. Ok, Picture 3? 
15. S1:  nurse 
16. T:  nurse. Thanks. Picture 4? 
17. S1:  waiter  
18. T:.  Ok, thanks. Picture 5? 
19. S1:  rickshaw puller  
20. T:  and, Picture 6?  
21. S1:  newspaper hawker 
22. T:  OK, thanks. Clap for her.  
23. T:  Ok, take your seat. Can anybody else match the pictures? [Maksuda wants to 
volunteer] Ok, Maksuda …  
Opportunities for learner output, cognitive engagement and interaction were not fully 
utilized in some of the other activities as well. Activity A1, which requires pupils to fill in 
the blanks with words from a list and then act out the short dialogues in pairs, would 
have offered some language practice and mechanical role play between pupils had 
Mufakkhirul not turned it into a question-and-answer exercise between him and the 
class. Then, during reading (B1 in EFT) Mufakkhirul skips the question that does not 
have a fixed answer although NC2012 puts emphasis on asking “thought-provoking 
and inspiring” (Ministry of Education, 2012, p. 21) questions. He later explained the 
reason for skipping the question: “I figured that they would not be able to answer this 




The final activity of the lesson (Activity 5 in Table 6.3) is a ‘language focus’ activity. The 
materials in EFT are clearly designed to promote awareness of verb tenses with 
examples, explanations, and verb-form manipulation activity. Pupils are asked to notice 
the verbs which are italicised in the example sentences and then read the explanations 
that focus on their form and use. Mufakkhirul adapted the materials slightly to have a 
brief interaction with the whole class. As seen in Extract 2, he first elicited pupils’ 
knowledge of verb tenses by asking them to identify the tenses the verbs are in and 
then probed them further to explain the reason for their answer. Although the materials 
provide the rule of use “We talk about usual routines in simple present tense”, 
Mufakkhirul skipped the focus on use and limited it to a ‘focus on form’ exercise.   
Extract 2 
[T reads from the EFT ‘Everyday he wakes up at 5 o’clock and walks along the street to collect 
rubbish’, stops and asks the whole class] 
T:  What tense is it? Raise your hand. 
S1:  Sir, present tense 
S2:  Present tense 
T:  OK, thanks. Clap for her.  
T:  How do you realise that it’s present tense? 
S:  Sir, I realise it’s present tense, because er … verb er sathe -s,  -es ache [=the 
verbs have -s or –es] 
T:  Correct. How can we make these sentences into the past tense? Who can say? 
6.2.3 Observation 3 
Date: 27/05/17  
Grade: Six 
Attendance: 70+ present out of 100 (all girls) 
Subject: English 1st Part 
The third lesson was observed two days after the second with the same class (pupils of 




during the lesson. Still, pupils seemed to enjoy the activities assigned to them. They 
smiled as the teacher smiled. Overall, the environment was relaxed but purposeful.  
The lesson consisted of two main activities with the focus on the speaking and writing 
skills. The first activity was based on the textbook (Activity B2 in the Figure below). The 
textbook activity requires pupils to read the sentences/phrases in the eight speech 
bubbles accompanying a picture and put them in the right order (1 to 8) and to write 
down the conversation in their notebook. The picture shows a man and a girl having a 
conversation but they are not identified. However, the speech bubbles reveal that the 
man is an ice-cream seller and the girl is a customer. This activity, like the others in the 
unit, is based on the theme of ‘grocery shopping’. The second classroom activity is 
writing a paragraph on “Your Mother” for which no materials were used.  
Figure 6.2: Lesson 8 of EFT, Grade 6  
 
 
The classroom enactment of the two activities (Table 6.4) reveals the extent to which 
the teacher’s pedagogical approaches are in line with the NC2012’s suggestions. 




Classroom implementation Lesson aims and brief 
comments 
T greets Ss.  T inquires if students have brought their EFT book, asks 
them to open it, indicates page number and activity  
Classroom management 
1. T asks Ss what they see in the picture, does not wait for an 
answer. T tells Ss that there are some sentences there – 
jumbled. T asks if they have seen them. SS reply ‘yes’. 
T asks students to write down in their exercise book the sentences in 
correct order in order to make a dialogue. He repeats the instructions. 
Many students look confused -- some look at others and ask what to do. 
A few students are seen writing in their notebooks and others slow to 
begin.  
T asks Ss to listen as he quickly reads out the rearranged dialogue. He 
then asks Ss to write it down in their copy. After around two minutes, Ss 
state that they have finished copying the dialogue. 
T tells Ss that they have to pair up and perform the dialogue in front of 
the class. He asks who would like to perform first. Some hands go up. 
He invites a pair to go stand in front of the class and act out the dialogue. 
After they finish, Ss clap. T asks Ss to change their roles. Ss perform the 
dialogue again. 
T invites three more pairs to perform the dialogue. Ss clap.  
Picture description 







T provides the answer -- No 
scaffolding  
 
Dialogue practice -- Role 
play  
 
2. T tells students that they are going to write a paragraph about 
their mother and writes the topic on board: ‘My Mother’ 
T writes questions on the board: 
a. What’s the name of your mother? 
b. How old is she? 
c. What’s her educational qualification? 
d. What’s her occupation? 
e. What does she do for you and your family? 
T asks Ss to write the paragraph by answering the questions. He moves 
around and clarifies the task to some students who seem to have 
difficulty understanding. T monitors Ss on task and provides help. After 
Ss have finished, T checks writing and provides some feedback. He asks 
Ss to read out what they have written to the class. Four students read 
out starting with the class topper. T does not interrupt or make any 









T facilitates pupils’ writing 
Feedback through error 
correction 
Writing: No discussion on 




Next, he gives them homework: Ss will write about their parents. T does 
not explain if it is a paragraph or an essay or how they will write it.  
 
The two activities focused on the development of productive skills of speaking and 
writing. However, some limitations are seen in the way the activities were enacted in 
terms of the opportunity for learner output and interaction. During the first activity, 
Mufakkhirul did not involve pupils in describing the picture; then, he did not wait long 
enough for pupils to complete rearranging the speech bubbles; instead, he provided the 
answer. Pupils only had to listen to the teacher and copy the dialogue between a man 
(ice-cream seller) and a girl (customer) in their notebook. Although he involved pupils to 
act out the dialogue in pairs, they only had to read out from their notebooks. Thus, it 
turned into a mechanical dialogue reading activity rather than a speaking activity. 
Mufakkhirul got five pairs of pupils to repeat the role play and all pairs had the same 
thing to say. There was no adaptation or extension to the input provided in the text, as 
seen in Extract 3:  
Extract 3 
1. A: Excuse me!    
2. B:  Yes, how can I help you? 
3. A:  I want to buy an ice cream. 
4. B: Sure! There you go. 
5. A: How much is it? 
6. B: 20 TK. 
7. A: Here you are. 
8. B: Thank you. 
Despite the mechanical nature of the activity, some pupils acted out giving an ice-
cream and giving money, as the rest of the class laughed and clapped. Clearly, there 
was some focus on meaning as pupils performed the dialogue. The activity would have 
been more effective if Mufakkhirul had spent more time discussing, translating, 




The second activity in which pupils answered the questions to write a paragraph about 
their mother was a controlled writing activity. During the activity, Mufakkhirul played the 
role of a facilitator by moving around the room and helping a few girls as they were 
writing. He also moved to pupils who finished early, read their writing and suggested 
some corrections such as providing a missing article. After pupils had finished writing, 
Mufakkhirul selected Maksuda, the first girl, to read out her paragraph. After she had 
finished reading, four other girls volunteered to read out their paragraphs. Mufakkhirul 
did not point out any errors as pupils read out their answers and encouraged them by 
clapping and praise (e.g. “very good”).   
However, the paragraphs pupils read out were very similar (Extract 4), perhaps deriving 
from the five questions Mufakkhirul had given them. Mufakkhirul did not spend time 
engaging pupils in the generation and organization of ideas. In addition to teachers’ 
questions, pupils could have been asked to come up with some questions of their own, 
which they could do in small groups. It can be assumed that there would have been 
more variety and richness in pupils’ writing. 
Extract 4 
S1: My mother’s name is Shehrin Akhter. She is 45 years old. She is an MA. She is a 
housewife. She cooks for us. She takes care of me. She helps with education. I am 
really proud of my mother. 
S2: My mother’s name is Tasnuva Akhter. She is 40 years old. She is an er a BA.  She 
is a high school teacher. She cooks food for us. She helps me with my studies. She 
*good care for me. I love my mother and she loves me very much. I *proud of my 
mother.  
S3: My mother’s name is Shikha. She is 35 years old. My mother is a BA. She is a 
house wife. My mother cooks of our family. I *proud of my mother.  
S4:  My mother’s name is Ayesha Khatun. She is 40 years old. She is a BA. She is a 
housewife. She is a cook. She cooks food for us. She helps with my studies. I love 
my mother very much.  
6.3 Discussion  
In this section, I bring together lesson observation data analysed in the previous section 
depicting Mufakkhirul’s teaching practices and interview data that reveal his beliefs 
underlying the practices in order to discuss Mufakkhirul’s overall beliefs and practices in 




6.3.1. Classroom environment and relationship with pupils 
In Mufakkhirul’s lessons, most of the pupils seemed to be full of energy and 
enthusiasm, as they carried out a range of activities. On several occasions during the 
lessons, pupils sought clarification. In post lesson interviews, Mufakkhirul revealed that 
he tries to create a learning environment where “pupils can share without hesitation any 
problems they face, where they feel no fear…” (MK_int 5: 14-16). He believes that 
teachers and pupils should form a “friendly relationship despite age differences” 
(MK_int 5: 21-22) and, at the same time, make sure that pupils maintain and show 
respect for the teacher. Mufakkhirul did not use abusive language or corporal 
punishment during the lessons. Mufakkhirul explained that using harsh words and 
corporal punishment is “unacceptable because this does not bring any good results” 
(MK_int3: 19-20). Thus, Mufakkhirul’s beliefs about the classroom environment and 
teacher-pupil relationship are in alignment with the NCPD2012’s recommendations.   
However, he is unable to give individualised attention to his pupils because of the class 
size. Although the NCPD2012 recommends an optimum teacher-student ratio, in his 
school most classes have around 100 pupils. Mufakkhirul explains that this happens for 
two main reasons: teacher shortage and shortage of classrooms. Also, he does not use 
the multimedia because the school has just one multimedia room for all teachers, 
although the curriculum strongly recommends their use. Thus, a divergence is created 
between Mufakkhirul’s current practices and the recommendations of the NCPD2012 
pertaining to classroom organisation and equipment/multimedia use.  
6.3.2. Exposure to target language input 
During two of the three lessons, as described in 5.2, Mufakkhirul relied mostly on the 
prescribed textbook materials and activities. The NCPD2012 suggests that teachers 
use supplementary materials of their own choice in addition to the prescribed 
textbooks, but Mufakkhirul did not use any. He thinks that the prescribed materials 
provide pupils with adequate target language input as well as practice exercises, if 
used ‘properly’. He reveals that he uses the materials selectively: “in our school, we 
teach according to the exams….this is what the students want…” (MK_int4: 41-42). He 
points out that many of the communicative activities along with the poems are not 




commercial ‘guide books’ that contain past exam papers. However, Mufakkhirul does 
not feel happy teaching the way he does (teaching to the test). He believes that the 
poems are useful for developing language and also for enjoyment…poems have 
rhymes and rhythms but, in his experience, pupils are reluctant to study the poems. He 
believes that most pupils are very weak in English, and because of that he cannot 
make good use of the materials provided in EFT.  
As seen in the lessons, Mufakkhirul used English as the medium of instruction most of 
the time. It was because, as Mufakkhirul revealed later, he believes that pupils should 
have as much exposure to English as possible. In interviews, he stated that he 
preferred to use paraphrase first and then pupils’ L1 if pupils struggle to understand the 
reading texts. Still, as lesson analysis in the previous section reveals, Mufakkhirul did 
not extend the reading texts and dialogues to relate them to pupils’ lives, and used a 
very restricted range of vocabulary while giving feedback on pupils’ responses.  
6.3.3. Opportunities for output  
Mufakkhirul gave pupils opportunities to speak and write, invited pupils to act out 
dialogues provided in the textbook, and elicited their understanding of grammar points 
(e.g. degrees of comparison/adjectives, verb tenses). However, pupils did not have to 
use their developing interlanguage to express their own meanings. In Lesson 1, pupils 
only manipulated structures to show positive, comparative and superlative degrees; in 
Lesson 2, pupils read out second parts of question-answer pairs, and answers to 
questions based on a reading passage; in Lesson 3, they just acted out a rearranged 
dialogue from the textbook, and wrote a paragraph using question cues. The activities 
did not require pupils to communicate their feelings or ideas. When he asked pupils to 
work in pairs, it was to solve an exercise from the textbook, rather than to exchange 
ideas in English.  
There were occasions when Mufakkhirul seemed to miss out on opportunities for pupil 
engagement and output provided by the materials. His use of the textbook pictures in 
lessons 2 and 3 was focused on recognition and understanding vocabulary items much 
more than on developing pupils’ speaking skills. Also, reading texts were used to 
answer comprehension questions, many of whom were display questions. Mufakkhirul 




meaningfully and in context. Although the activities involved pupils in reading, writing, 
listening and speaking, there was little cognitive engagement resulting in mechanical 
language production rather than genuine communication in English. Thus, 
Mufakkhirul’s teaching practices seemed to be geared primarily towards learners’ 
examinations which mainly assess reading and writing skills with little or no focus given 
to the listening and speaking skills.    
6.3.4. Classroom interaction 
The analysis of classroom interaction reveals teacher control of classroom processes. It 
was Mufakkhirul who made the initiatives, decided what would be done, who would 
speak and when. There was little or no pupil-initiated talk seen in the lessons: pupils 
spoke only when they were asked a question or invited to enact a role play. The only 
exception to this pattern was noticed when pupils asked clarification questions after 
Mufakkhirul had given instructions in English. Mufakkhirul did not encourage pupils to 
ask questions. When he asked a question, he would not wait long enough for pupils to 
say something. His focus was clearly on getting pupils to do the activities in the 
textbook.   
The dominance of teacher talk is revealed in the prevalence of IRF/E (initiation, 
response, feedback/evaluation) exchange structure, where teacher took two turns for 
one pupil turn. Mufakkhirul did not ask ‘probing’ questions and did not extend pupils’ 
contributions. The exchange would usually end with the final F/E move. On a few 
occasions though, Mufakkhirul asked follow-up questions (e.g. comprehension check) 
resulting in a repeat of the IRE/F structure. As pupils struggled to complete a response, 
he provided ‘scaffolding’ and gave quick feedback on pupils’ work during pair/group 
work.         
6.3.5. Grammar teaching 
Although the national curriculum document discourages explicit grammar teaching and 
suggests teaching grammar in context, the syllabus for English Part 2 contains a list of 
grammar items and test techniques that do not require teaching grammar reactively, 
following language use in communicative contexts. Thus, there is a contradiction in the 




approach (Long, 2014) where segments of language points are pre-selected and 
taught. He also combined deductive and inductive approaches in the first observed 
lesson.   
At the time of the initial interview, Mufakkhirul did not know what the curriculum 
recommended about grammar teaching. He had not received any training in the new 
curriculum and Teachers’ Curriculum Guides were yet to be published. Mufakkhirul 
revealed that his overall approach was PPPP (Preparation, Presentation, Practice, 
Production) which he learned about during training. Mufakkhirul’s grammar lesson 
revealed the first three steps: he prepared the pupils for the grammar lesson, presented 
the grammar point (i.e. positive, comparative and superlative forms of adjectives) in 
isolated sentences, and made pupils practice the forms through sentence manipulation 
activities. It is also possible that his approach was influenced by the grammar book that 
English teachers at the school followed:  
At our school, we usually follow the grammar book by Chowdhury and Hossain, 
rather than the prescribed English Grammar and Composition. It is because the 
book contains plenty of exercises that students can practice (MK_int5: 40-44)  
In addition, he usually brings large posters that show the rules as well as ‘examples’ of 
a grammar point.    
6.3.6. Integration of skills and continuous assessment 
The NCPD2012 emphasizes that pupils should develop competence in all four skills 
(i.e. reading, writing, listening and speaking), not just reading and writing. In 
Bangladeshi secondary schools though, reading, writing and grammar practice are 
reported to be the major focus in teaching and testing (Rahman, 2015). The national 
examinations have been widely blamed for the lack of attention to speaking and 
listening skills in the classroom (Farooqi, 2008). The NCPD2012 aims to redress the 
balance by incorporating in the textbooks materials for speaking and listening and 
introducing continuous assessment so that pupils’ listening and speaking skills could be 
assessed and developed.       
In line with the curriculum policy, Mufakkhirul’s lessons reveal a combination of the four 




Mufakkhirul believes that “English should be taught and learned as a language, and not 
as a subject” (MK_int4: 61-62) and tries to make pupils speak in English through 
activities such as role play and group discussion. But he admits that such activities are 
not done regularly, since they are not needed for final examinations. He thinks that his 
pupils are only focused on passing the exams; therefore, he spends his class time in 
exam preparation rather than skills development. He mentions two activities that he 
mostly uses: lecture (instruction) and whole-class questions and answers. He also 
blames the pupils for not being motivated enough to practice the language with each 
other outside the classroom.   
Mufakkhirul’s comments on the examinations are problematic: continuous assessment 
was introduced to assess pupils’ listening and speaking skills, as revealed by the 
distributions of marks, and to enable teachers to provide formative feedback. It is 
possible that pupils are not motivated enough to practice speaking outside of 
classrooms because their speaking skill is not assessed at school. Mufakkhirul explains 
that continuous assessment is carried out through sit-down tests on grammar, not on 
listening and speaking, because arranging speaking tests for large classes would 
require additional time outside of teaching hours. For the same reason, as Mufakkhirul 
reveals, he cannot give detailed feedback on pupils’ writing.  
6.4 Conclusion  
There is convergence as well as divergence between the textbook and curriculum 
document on the one hand and Mufakkhirul’s practices on the other. There is 
convergence in terms of relaxed classroom environment, relationship with the pupils 
and the integration of skills. There is divergence too, in terms of classroom 
organisation, multimedia use, opportunities for learner output, formative assessment, 
and teachers’ tight control of classroom discourse. As revealed by his comments on the 
pupils and the materials in Section 6.1 above, some of the divergences can be 
attributed to contextual factors such as large class size and examination pressure, 
others to his lack of knowledge/understanding of the new curriculum.   
Mufakkhirul feels that he would benefit from training in various aspects of the recent 
curriculum. He laments that he did not receive the training which he thinks that teachers 




make full use of certain communicative activities such as ‘picture description’ and used 
only a limited range of interactional resources. Although he is the most experienced 
teacher I studied, the training opportunities he has received have been limited, and 
clearly, there is a gap between his pedagogical knowledge and the recommendations 
of the new curriculum. Further training focused on specific aspects of the new 
curriculum, particularly on classroom interaction, can help narrow the gap. As Walsh 
(2013) argues, there is a need to introduce a ‘classroom interactional competence’ third 
strand on teacher education programmes to “sensitize teachers to the centrality of 
interaction to teaching and learning and provide them with the means of acquiring 
closer understandings of their own local context” (p. 19). The next chapter presents the 




CHAPTER 7: CASE 2 (BORHAN) 
7.1 Borhan: Background and experiences   
Borhan was the youngest of the four teachers I studied, with around five years’ 
experience teaching English at the secondary level. The table below (7.1) gives an 
overview of his biography and teaching context, which is discussed in more detail in the 
following sections: 
Table 7.1: Borhan’s background and context 
The Teacher 
• BA in Political Science and Islamic Studies  
• Around 5 years’ experience in secondary teaching  
• 2+ years spent at his current school 
• No pre-service training, but later attended short training programmes on ICT and CLT    
The Institution 
• Large rural school with nearly 2000 students and 22 teachers (teacher-student ratio is 
1:90 approximately) 
• There is one multimedia room with a laptop, a TV with projector, and sound systems; 
regular classrooms have a blackboard and/or a whiteboard, benches with desks for 
students, a chair and a table. 
• The school has electricity, but power outage was frequent during observation period 
The Learners 
• All students are following the Bengali version of the National Curriculum 
• Most students are reported to be weak in English 
Borhan’s professional background 
After graduation in 2012, Borhan began teaching part-time at a school. Two years later, 
he joined his current school as a full-time teacher. While teaching in his first school, he 
received training in ICT in Dhaka, the capital, and a 12-day training programme on CLT 
at BRAC learning centre, Chittagong sponsored by BRAC, the largest NGO in the 
country. After moving to his current school, he attended another short CPD programme 
at Cumilla, the local town. He hasn’t done the B.Ed. yet, which is a requirement for the 




point to pursue the B.Ed. training, because the school cannot afford to lose his services 
for the year which the B.Ed. programme would take.      
The institution 
Borhan teaches at the same institution as Mufakkhirul, discussed in the previous 
chapter. Due to the shortage of teachers and classrooms, the school organizes large 
classes with around a hundred pupils per class. Borhan teaches five periods a day six 
days a week as part of his regular job, but he teaches some additional hours in the 
afternoon specially arranged for the pupils of grades 8 and 10, as these pupils are 
going to take the high-stakes national examinations at the end of the year.    
His evaluation of the pupils 
Borhan’s evaluation of his pupils is very similar to Mufakkhirul’s. He feels most pupils 
are weak in English; some cannot even recognise the letters of the alphabet and have 
difficulties reading in English. He observes that the pupils who are weak cannot cope 
with studies and gradually lose all interest. The school has an open admissions policy – 
any child who has passed primary school can get in. Usually children from the village 
and neighbouring villages enrol at the school. He says that only a very small 
percentage of parents (around 5%) supervise or monitor their children’s studies: they 
ask teachers about their children’s performance and progress but most guardians keep 
away. Some of them are very poor and cannot hire private tutors for their children, 
which affluent parents commonly do in Bangladeshi society (Hamid, Sussex and Khan, 
2009). Another observation he has is that most pupils remain busy with their smart 
phones when they are at home and neglect homework.    
His evaluation of the materials 
Borhan thinks that the prescribed books provide good materials for his lessons, but he 
uses the skill-focused English for Today (EFT) textbook much more than English 
Grammar and Composition (EGC), the grammar book. He thinks that the EGC does not 
provide enough grammar exercises; therefore, he follows a number of grammar books 




Attitude to training 
Borhan believes that English teachers need to study a lot and practice language skills 
themselves in order to become good teachers. He also thinks that teachers benefit from 
training and teacher education programmes. He reports having learned a great deal 
from the in-service training programmes he has attended. He mentions that he has got 
many useful ideas related to lesson planning, topic introduction, conducting 
assessment, arranging pair/group work, homework, and communicative activities such 
as role play, among others. As a result, he believes, his teaching has changed for the 
better. His belief in the value of these ideas is reflected in his comments on his new 
ways of topic introduction:  
…instead of telling pupils what I am going to teach -- it doesn’t get very 
interesting if I do that – if we can bring it out of the pupils through questions or 
discussion over picture, or stories then pupils get attracted to the lesson and it 
is possible to engage them (BH_int3: 148-152)    
Although Borhan has a positive attitude to teacher training/education, he does not apply 
everything he learned in training. For example, he was told in training that English 
classes should be in English, but he disagrees: “Using English all the time is not 
practical…pupils wouldn’t understand” (BH_int3: 133-34). He reports that he prioritises 
the examinations and plans his lessons keeping the exams in mind.  
Borhan’s approach to teaching and assessment and his understanding and use of 
curriculum recommendations will be discussed in the next section along with a 
discussion of the observed lessons.   
7.2 Outlines of the lessons observed 
7.2.1 Observation 1 
Date: 21/05/2017  
Grade: 7 (section C) 
Attendance: 78 present out of 107 





The first lesson that I observed was held in the regular classroom: there were no 
multimedia; teaching aids consisted of a blackboard and chalks. The classroom had 
fixed benches with desks for pupils, 2 doors, and windows on two sides. There was a 
chair and a table reserved for the teacher in front of the classroom opposite the rows of 
benches. All pupils were girls wearing uniform and headscarves. Some had their 
headscarves pulled down apparently due to the heat and humidity. Three fans were 
moving at slow speed (on low voltage apparently).   
The focus of the lesson was sentence transformation, an important item of grammar for 
English 2nd part. Borhan does not use any books for the lesson. Table 7.2 provides a 
brief description of the activities on the left and comments in relation to the 
recommendations of NC2012. 
Table 7.2: Outline of lesson -- Borhan 1 
  Description of the Activity  Lessons aims and brief 
comments 
T greets pupils in English. He writes 5 sentences from his 
mobile phone on the blackboard: 
a) Every mother loves her child. 
b) Only you can solve this problem. 
c) Dhaka is an old city.  
d) She wrote many poems. 
e) He has made a good result.  
T asks Ss in Bengali if they can identify the sentences. Many 
Ss reply ‘affirmative’. T asks Ss to change them from 
‘affirmative’ to ‘negative’ – he does not ask pupils to work in 
pairs/groups. However, some pupils are seen discussing   
Sentence transformation 
exercise (de-contextualised) – 







As Ss work on the transformation exercise, T moves around 
and monitors work. He is seen to give some feedback to 
pupils. After some time, T asks Ss to volunteer the answers. 
He reads out the original sentence and waits for the answer. 
Pupils answer in chorus. In a few cases T selects/nominates a 
particular pupil to read out the answer. T feedback is through 
echo or silence.  







A few Ss ask for clarifications; T explains the rules. As T 
describes the rules, some pupils join him. After the discussion, 
T writes ten sentences for Ss to transform as homework.  
Grammar explanation in 
Bengali (expository approach) 
Homework   
 
The lesson progressed smoothly in an unthreatening environment. Pupils participated 
in the lesson as they were told without showing any confusion or reluctance. They 
seemed to know what they were expected to do. There were more responses from the 
girls sitting in the front row than from those sitting behind. A student at the back where I 
was sitting was apparently struggling: she did not seem to be able to keep pace with 
the teacher and was looking around for clues with a puzzled expression on her face. 
Most of the girls appeared to be attentive and motivated.  
The focus of the lesson was controlled grammar practice at the sentence level. Pupils 
manipulated de-contextualized sentences: they changed sentences from affirmative to 
negative (and negative-interrogative) using knowledge of grammatical rules/structures. 
No communicative context was created for the presentation or use of the 
sentences/structures. Students did not get any opportunities to express their own 
meanings while doing this mechanical exercise. Borhan clearly adopted a ‘focus-on-
forms’ approach.   
The feedback Borhan provided to students focused on the accuracy of the transformed 
sentences.  As pupils read out the answers, he just echoed their correct responses or 
remained silent when the answer was correct, but suggested corrections when the 
answer had any errors. In giving feedback, Borhan adopted an expository approach to 
grammar explanation with emphasis on ‘declarative knowledge’, as seen in Extract 1: 
Extract 1 
T: ‘Every mother loves her child.’ What does it mean? [translates slowly] Shob ma e 
[pauses for a second] tar shantanke bhalobashe. Negative ki hobe? [=What is the 
Negative?] 
S1: There is no mother but loves her child. 
T: There is no mother but loves her child.  




T: ‘but loves her child’ means ‘who does not love her child’. Rule ta mone nai?  
[=Don’t you remember the rule?] Affirmative e ‘every’ die shuru hole, negative e 
prothome ‘There is no’ boshe plus Every-er porer shobdoti boshe [points to the 
word on board]… plus but plus prodotto sentence er baki onsho boshe [= If the 
affirmative sentence begins with ‘every’, the negative begins with ‘there is no’, plus 
the subject after ‘every’ plus but plus the rest of the sentence] 
When Borhan reflected on the lesson in the post-lesson discussion, he said that he did 
not know what the policy recommendations were about grammar teaching. He 
explained that he prepared his grammar lesson with the help of the grammar books he 
had, which included the prescribed EGC plus commercial books such as the popular 
Grammar by Chowdhury and Hossain, and also with the use of test papers: 
What we do is …I look at a few grammar books and try to simplify the rules and 
examples and write them on a poster. In the classroom, I tack the posters on 
the wall…pupils copy from the poster. I demonstrate the rules …the 
techniques…how to change sentences using the techniques. They copy and 
later try to use them. (BH_int3: 18-22) 
His comments reveal the rule-based (deductive) presentation of discrete-point 
grammar. He reports using the inductive approach as well, which is probably less 
common: “…sometimes, I ask them to tell me the rule…I ask them to discover the rule 
from the examples…” (BH_interview 4: 7-9). There are three aspects that he keeps in 
mind while teaching a grammar lesson: rules, examples and practice. He believes that 
these three aspects are useful for language learning as well as exam preparation:  
They [students] need to know the rules because otherwise they wouldn’t be 
able to make sentences …Also they need to practice a lot, otherwise they 
wouldn’t be able to remember or use the rules (BH_interview 3: 24-26)     
Borhan explained that he sometimes translates the sentences into Bengali “so that they 
can understand the meaning”. It was semantic meaning that he was talking about; 
since there was no context, there was no focus on pragmatic meaning. In this sense, 
there was a lack of alignment between Borhan’s grammar teaching practices and the 
recommendation of the NCP2012.      







Attendance: 70+ present out of 100 (all girls) 
Subject: English 1st Part   
 
The second observed lesson was held in the only multimedia room the school had. The 
room had a projector, a laptop, a screen, a white board and a blackboard. The main 
focus of the lesson was speaking and reading skills. Borhan used the multimedia to 
show pictures for an initial speaking activity before moving on to the prescribed EFT 
textbook for further speaking and reading activities.  
Since the lesson revolved around the content and activities provided in Lesson 1, Unit 6 
of EFT (Grade 8), an analysis of the materials will enable us to examine the extent to 
which the actual lesson aligns with the intentions of the materials writers and the 
principles/recommendations of NC2012. The contents for the lesson are taken from 
real life and all four activities provided under Lesson 1, from A to D, are related to the 
topic of air travel. Activity A is designed to engage pupils in speaking, as suggested by 
the instruction “Look at the picture and talk about it”, which is followed by a picture of a 
family sitting at the airport with travel luggage with them and four questions (see Figure 
7.1 below). The questions require pupils to look carefully and use the clues to guess 
who the people are, where they are sitting, and what the relationships are among them. 
This activity is related to the reading passage in B because the answers for questions 
1-4 of activity A are to be found in the passage. The passage also provides the 
answers for the three questions in C. The lesson covered these three activities (there 
was no time left for Activity D). The materials therefore aim at the integration of the 
skills of reading, writing, listening and speaking.  










However, the questions that follow the reading passage (Activity C) are clearly display 
questions. All the answers can be easily found in the passage itself presenting little 
cognitive challenge and requiring little effort. Teachers can deal with this drawback by 
incorporating, as the NC2012 recommends, more ‘probing questions’ as well as 




The following lesson description (Table 7.3) reveals the way Borhan implemented the 
textbook activities and how his choices relate to the recommendations of the 
NCPD2012:  
Table 7.3: Outline of lesson -- Borhan 2 
  Description of the Activity  Lessons aims and brief 
comments 
1. T greets students and welcomes everybody to his class. In 
response to T’s question ‘How are you today?’ Ss reply 
‘fine’ in chorus but do not ask T back 
One way exchange of 
greetings 
2. T shows two pictures on the projector screen, first of an 
aeroplane and then of an airport. T asks Ss what they see; 
Ss reply in short sentences or in single-words.     
Speaking – Picture 
description as a warm up 
to the reading activity 
3. Activity A. T asks the questions from the textbook. Ss 
answer. When Ss are slow to answer, T translates the 
questions, or gives word meaning to help Ss    
Translation and word 
meanings used to aid 
comprehension 
4. Activity B. As a pre-reading activity, T writes a few words 
from the text on the board (e.g. ‘lounge’, ‘immigration’). He 
asks Ss to pronounce them and say their meanings. As Ss 
give them a try, T helps and extends pupils’ contributions. 
T draws attention to the pictures in the book to show 
‘lounge’ and ‘immigration’.      
Pre-reading vocabulary 
work – focus on 
pronunciation and 
meaning -- T scaffolding  
pronunciation practice 
5. Activity B. T explains that the class will now read the 
passage silently. He mentions the purpose for reading 
which is to find answers to the questions in Activity A 
which they guessed before.  
T tells Ss to ask him if they face any unknown word. A girl asks 
him for the meaning of ‘hoping’. T gives two meanings in Bangla. 
After Ss finish, T does not review the answers they guessed, but 
asks them to move on to read loudly this time.   
Silent reading  
 
 
T moves around and 
provides help with 
understanding unknown 
words and expressions  
6. T selects a girl to start reading. After every sentence, she   
pauses and the rest of the class along with T translates 
the sentence. T asks a few questions and helps Ss to 
answer them. T checks word meanings and pronunciation. 
Reading aloud.  
Translation and Q/A 
Reading comprehension –




7. T asks a pupil to read out the questions in C. T asks Ss to 
write answers to the questions. He does not mention 
whether they should work individually or in pairs/groups.    
After some time, T announces that time is over. He asks pupils if 
they have finished their work, and asks them to raise their hands if 
they have finished. T nominates a pupil to answer the first 
question. T asks the class if the answer is correct. Ss say ‘yes’ 
and T repeats the correct answer. The same goes for the next two 
questions. 




Extension of IRE/F 
8. T sets homework. T asks pupils to write the main idea of 
the passage individually in their own words. T asks if they 
have any questions.   
Individual homework 
 
Borhan explained in the post-observation interview that he mainly focused on two skills: 
speaking and reading. His aim in using the picture was to make pupils speak about the 
picture. Another aim for the picture description activity, as he reported, was to prepare 
pupils for the reading activity. Since Borhan focused on the speaking and reading skills 
in the lesson, the following section will present the analysis of Borhan’s approach to 
teaching these two skills with reference to the recommendations of NCPD2012 in 
relation to pupils’ active participation, opportunities for talk and output, and classroom 
interaction.         
During the lesson, Borhan invited pupils to participate in classroom interaction. He gave 
pupils a lot of opportunities to speak. As we notice in Extract 2, he asked a lot of 
questions, and paused in the middle of the sentences for pupils to complete the 
sentences. However, Borhan did not wait long for pupils to complete their answers. In 
line 7, for example, one pupil made an attempt to answer to Borhan’s question, but 
Borhan took the floor himself to complete the sentence. In some cases, pupils only had 
to provide single words, as in line 5, 12, 16, 18.  During the lesson, pupils repeated 
after him without him asking them to do so. It is likely that pupils were used to this style 
of participation.  
The analysis of classroom interaction reveals a predominance of the ‘recitation script’ 
(Chappell, 2014), which is characterized by teacher-led sets of questions that require 
pupils to respond with factual answers and known information. The questions in Extract 




that the NCPD2012 recommends. Borhan did ask a follow up question in line 6, but did 
not probe further by asking questions such as ‘How do you know?’ or ‘What suggests 
that it might be an airport?’ 
Extract 2 
1 T: Dear students, look at the picture [shows a picture on screen] 
2 T: What do you see in the picture? 
3 Ss: It is a plane [some say ‘an aeroplane’] 
4 T: Is it a plane?  
5 Ss: Yes. 
6 T: When do you use it?  
7 S1: When we go er = 
8 T: =When we go* foreign countries, we [pauses] 
9 Ss: use it 
10 T: use it 
11 T: What do we see in the picture? 
12 Ss: Airport [article missing] 
13 T: Airport [falling tone indicates confirmation]  
14 T: Where are we now? Amra ekhon kothae achi? [=Where are we now?] At the 
…[pauses] 
15 Ss: Airport 
16 T: Airport.  
17 T: So today our lesson is … At the [pauses] 
18 Ss: Airport  
The analysis of lesson transcript reveals that Borhan did not make full use of the 
questions (Activity A) that follow the picture in the textbook (Figure 7.1 above). As the 
pictures require guessing and using contextual cues, the questions can be described in 
any number of ways. But Borhan did not utilise the opportunity provided by the 





Extract 3         
1 T:  [Borhan selected a pupil] Ananya, who are the people in the picture? 
2 Ananya: [inaudible]  
3 T: All the people in the picture. Who are they? Chobite lokgulo kara? 
4 Ananya: They are citizen* of *foreign country 
5 T: Is she right?  
6 Ss: [nod] 
7 T: They are citizen of foreign country, and maybe they are members of a 
family…they are members of a [pauses] 
8 Ss: Family 
9 T: What could be their relationship? Look at the picture. Bangla e bolo, parba? 
[=Can you answer in Bangla?] Somoprko ta ki hote pare? 
10 Ananya: They are citizen* of *foreign country. They want to go *many other country 
that’s why 
11 T: Relation…relationship mane ki? [=What does relation mean?] Relation 
mane somporko [gives translation]  
12 Ananya: Relation mane? 
13 Ss: somporko 
14 T: somporko. Tader majhe somporko ki? 
15 Ss: Their relationship is parents and …[inaudible] 
16 T: Perhaps male person is father, and mother is there and [inaudible] children  
The Extract above also reveals Borhan’s tendency to teach and control the interaction 
with his pupils. There was a lot of overlap between Borhan’s speech and pupils’ 
speech, as noticed in line 3, 4, 16 and 17. During the reading activity, as seen in 
Extract 4, Borhan stopped pupils after every sentence providing translations and asking 
questions to check comprehension. Borhan adopted a bottom-up approach to 
comprehension and there was no attempt to relate the text to pupils’ own experiences 
of travelling and visiting relations. Also, in the post-reading Q/A activity, Borhan did not 





1 S1: [starts reading from the textbook] Zara lives with her parents in London = 
2 T: [T initiates translating the sentence] = Zara tar poribarer sathe [T pauses for Ss 
to complete the translation]  
3 Ss: [London e boshobas kore  
4 T: [London e boshobas kore  
5 T: Where does Zara live?  
6 Ss:  London  
7 T: Where does Zara’s family live?  
8 Ss: London  
9 T: Next [gestures to the pupil to continue reading] 
10 S1: They have come to Bangladesh to visit Zara’s aunt and uncle. 
11 T: Why have they come to Bangladesh?  
12 Ss: [inaudible] 
13 T: They have come to Bangladesh [to visit her aunt and uncle    
14 T: [to visit her aunt and uncle 
15 S1: She is very close to her cousin Mita [pauses]  
16 Ss: [Ss begin to translate uninvited] She tar chachato boner sathe [khub e ghanistha 
17 T: [khube ghanista bandhutta  
During the lesson, Borhan made a lot of use of translations. At times it seemed that the 
lesson could have progressed faster had the teacher used less of translation. Borhan 
justified his use of translations thus:  
The aim [of translation] is to ensure that they understand the passage well. If 
translation is not used in teaching reading, they will not understand what the 
passage is about or what is in it. Also, in the exams they have to answer 
questions based on the reading passage; if they don’t understand the passage 
they will not be able to answer those questions. (BH_int3: 53-55)        
Overall, the classroom environment during the lesson was vibrant and purposeful. 
Pupils were busy answering the teacher’s questions, reading and finding answers to 




did not use abusive language. He was able to maintain discipline without having the 
need to shout at pupils.        
7.2.3 Observation 3 
Date: 24/05/17  
Grade: 8 (section A) All boys 
Attendance: 72 present out of 103  
Subject: English 1st Part 
The third lesson I observed was with the pupils of grade 8 -- all of them were boys. The 
multimedia room had a projector, a laptop, a white screen, a white board and a 
blackboard, and a Walton TV (which can be used as a projector). There were benches 
with desks arranged in two columns and ten rows for students opposite the raised 
platform in the front of the classroom. Beside the platform, there was a table and a 
chair apparently for the teacher. 
The focus of the lesson was ‘dialogue writing’, an important component of English 1st 
Paper of the high-stakes JSC examinations. Although the materials for English 1st part 
cover the four language skills, in the JSC exam, listening and speaking skills are not 
assessed. Borhan did not use any textbook materials for the lesson. He showed the 
pupils pictures of a doctor examining a patient using the multimedia projector and then 
showed a model dialogue between them. The activities are briefly discussed in the 
following table: 
Table 7.4: Outline of lesson -- Borhan 3  
Activity 
No. 
  Description of the Activity  Lessons aims 
and brief 
comments 
1 Teacher greets the students and explains the purpose of the 
lesson (dialogue writing). He projects a number of pictures on 
the screen and asks Ss what they see. Ss recognize the people 
in the picture. T asks Ss what the people are doing. Ss 
responses are not clear. T himself describes them in English first 
and translates them into Bangla. This ‘picture description’ activity 
is a warm up for the ‘dialogue writing’ activity.  
Picture  
description  





2 T and Ss read the dialogue from the screen one sentence at a 
time and translate into Bangla. T asks Ss some display 
questions that do not require any thinking. The I-R-E/F 
interaction pattern is extended as T asks probing questions but 
lower-order questions mean that limited output by Ss.      





3 After the class finishes reading the model dialogue, T switches 
off the projector, and asks pupils to write the dialogue. T moves 
around to provide help and clarification. T collects scripts.    
Dialogue writing 
(individual work) 
4 T asks all to write the homework in their copy: “Suppose you 
went to a book shop yesterday to buy a book you needed. Now 




The main focus of the lesson was ‘dialogue writing’. Borhan prepared pupils for writing 
(Activity 3) with two prior activities: picture description (Activity 1) and reading and 
translating a model dialogue (Activity 2). All the activities required pupils’ active 
participation and there was an integration of all four language skills, and thus the 
activities were in line with the recommendations of the NCPD2012. However, transcript 
analysis shows that there was a disproportionate amount of teacher talk. Borhan asked 
pupils many questions during the lesson and gave them activities to do, but they 
produced much less output than the teacher and their output was also of low quality, as 
seen in Extract 5. For example, Borhan asked questions in all his turns, but a few times 
he did not wait for pupils’ responses. Borhan took long turns in 7, 11, 15, and 17 while 
many pupil turns consisted only of a few words.  
Extract 5 
1. T: Dear students, what do you see in the picture? 
2. Ss: Doctor and patient … 
3. T: Doctor and patient? kake daktar mone hoi ekhane? [=who looks like a 
doctor?] Any one?  
4. Ss: [inaudible]    
5. T: They speak with one another in* a matter… perhaps they speak …  
Have you understood?  




7. T: Achcha. Then, what do you mean by the picture? Ei chobi dara amra ki 
bujhte pari? (Again) What do you mean by the picture? …they speak 
with one another in a special matter. Tara ekta bishoi nie ekjon 
arekjoner sathe kotha boltache. Eije ekjon arekjoner sathe kotha bolata 
etake amra ki boli? [=what do we call this talk with each other?]   
8. S:      dialogue  
9. T:      dialogue. Let’s see images. Cholo amra aro kichu chobi dekhi.  Now 
look. What do you see in the picture? 
10. Ss:     doctor and patient 
11. T:      A doctor and a patient [falling intonation suggests confirmation] Now, 
what do you see? [does not pause for an answer] A doctor examines his 
tongue by light [pauses after every phrase]. Daktar light die ki korteche? 
tar jihba [pauses for Ss to answer] 
12. Ss:     porikkha korteche… [=examining his tongue] 
13. T:      porikkha korteche [Teacher confirms] So, now? [showing another slide]   
14. SS:     [inaudible]  
15. T:       Now he writes some medicine for his disease… tar rog somporke kiche 
oshudh maybe likhteche, tai na? acha… etake amra ki bolbo? What do 
we mean by these images? Ei chobi dara amra ki bujhte parlum? … 
ekhane ekta dialogue doctor ar [pauses] [patient er modhe 
16. S:      [patient er modhe  
17. T:       Eta ke amra boli? [=what do we call this?]  Eta k amra boli [=We call 
this] A dialogue between a doctor and a patient [Teacher spells out 
aloud ‘doctor’ and ‘patient’ as he writes on board] 
The predominance of teacher talk and teacher control of discourse is revealed in the 
reading activity as well, which consists of reading a model dialogue between a doctor 
and a patient and translating it, with occasional focus on meanings and pronunciation of 
some vocabulary items that occur in the model. As seen in Extract 6, the teacher asked 
some display questions that did not require depth of thinking of the pupils, and even 
when the teacher asked probing questions, the ‘lower order’ questions did not generate 
high quality talk. 
Extract 6 
1 T: [Teacher reads out the first line of the dialogue] ‘Assalamalaikum. May I come in, 




2 Ss: Patient  
3 T: Patient. ‘Walaikum As-salam. Yes, come in.’ Who said this? 
4 Ss: Doctor 
5 T: ‘What’s your problem?’ [translates] Tomar somossa ki? Look at this word [on 
screen]. Pronunciate* this word [translates] Ei shobdota uchcharaon koro  
6 S1: caught  
7 S2: cold 
8 T: ‘I have caught cold’ [translates] Amar thanda lagche. Sit down, please. Then, 
‘How long?’ [translates] Kotodin jabot? Who said this?  
9 Ss: Doctor 
10 T: ‘Did you go in the rain?’ [translates] Bristite vijecho?  
As seen in Extract 6, Borhan asked a lot of questions but his questions (line 1, 3, 8) 
were very easily answered by pupils as there was no challenge. Thus, there was a 
divergence between Borhan’s questioning strategies and NCPD2012’s suggestion that 
teachers should use thought-provoking questions. Also, instead of engaging pupils in a 
group work or pair work to translate the dialogue, Borhan himself provided the 
translations. Pupils were seen to repeat the sentences of the dialogue after the teacher. 
Thus, the second activity looked more like a teacher-led drill.   
Since the main focus of the lesson was writing a dialogue, the two initial activities could 
be seen as useful preparation for the third activity (i.e. dialogue writing). Through these 
activities, pupils were provided with task-related ideas, useful vocabulary and a model 
to base their own writing on. One weakness was that Borhan did not discuss the 
rationale for the initial activities (i.e. preparing for the writing task), nor did he discuss 
the process of writing. Also, Borhan could have made more effective use of the time by 
engaging pupils straight away with the model dialogue itself through activities (e.g. 
translations and adaptations) and then engaging pupils to enact it in their own words.        
7.3 Discussion 
In this section, I bring together transcript analysis data and interview data to shed light 





7.3.1 Classroom environment and relationship with pupils 
Borhan created a friendly and non-threatening environment during the lessons. The 
lessons were teacher-directed and pupils seemed keen to follow his instructions. 
Borhan seemed to be in total control of the proceedings, as he taught, translated, 
asked questions and gave feedback. He did not use words that would hurt pupils, nor 
did he issue any warnings. During the post-lesson interview, he explained that he 
believed that  
teachers should be friendly with pupils, but there should be respect…it should 
not be the kind of friendship that one finds between children of the same age 
(BH_int4: 39-41) 
Borhan’s view of teacher pupil relationship is different from the traditional view in 
Bangladesh where “teachers are revered from a distance” (Khan, 2012), but is 
congruent with the recommendation of the NCPD2012 which emphasizes rapport and 
narrowing of distance.   
Borhan reports that he wants to make his classes enjoyable. He sometimes gives 
pupils puzzles to solve and tries to use the media because he thinks pupils pay more 
attention when he shows pictures or video on screen. Borhan uses multimedia 2 to 3 
times a week, not every day, as he shares the multimedia room with other teachers. He 
teaches ICT as well as English and his skills in ICT come in handy for the school as he 
is in charge of all the correspondence with the Ministry. Borhan reports that he tries to 
make Power Point slides for his class, and sometimes uses slides collected from the 
Ministry website.  
Borhan states that he cannot involve all individuals due to the large class size and 
limited class time. However, he explains that he asks pupils if they have understood or 
if they have any questions. He asks them to raise hands if they want to answer. That 
way, he tries to involve the whole class.  
7.3.2 Exposure to target language input 
Lesson observation revealed Borhan’s use of supplementary materials in addition to 
the prescribed textbooks. In the second lesson which focused mainly on reading 




activity to another without any change in sequence while in the first and third observed 
lessons, he used materials that he had collected from several sources. He explains that 
he has collected test papers, and several commercial grammar books which he uses 
for lesson preparation. In addition, he uses a content sharing site called ‘Shikshak 
Batayan’ designed and maintained by the Ministry of Education for secondary teachers 
to develop and share teaching and learning materials. Borhan reports that he often 
visits the site and downloads handouts and Power Point slides for use in his classroom.   
However, the way he used the materials suggests that his focus was more on input 
comprehension rather than as resource for target language production. He frequently 
used translation and display questions to aid comprehension but asked few referential 
questions. He provided hardly any additional input over and above what the materials 
provided. One reason for this absence of ‘input extension’ may be the teacher’s limited 
proficiency in English, revealed in the use of wrong words (e.g. ‘pronunciate’), wrong 
pronunciation (e.g. ‘lounge’ as ‘lunch’) and absence of articles.        
Borhan thinks that his pupils have limited exposure to English, as English is not much 
used outside the classroom. He reports that he does not emphasize any outside class 
activities, but nevertheless points out that some of the pupils in his class read 
newspapers in English and listen to the BBC and BTV news in English. Like 
Mufakkhirul, the other teacher I studied from the same school, he blames pupils for 
their lack of motivation:  
…most of them are not serious about studies…they only want to learn what is in 
the exams” (BH_int4: 17-18) 
It is likely that his perception of pupils’ generally low proficiency and lack of interest stop 
him from setting high goals and prompt him to teach for the tests.  
7.3.3 Opportunities for output 
One of the objectives of the NCPD2012 is the development of productive as well as 
receptive skills for real-life situations. It emphasizes “adequate exercises on four 
language skills” (p. 71). To develop the productive skills of speaking and writing, 
learners need opportunities to speak and write individually and collaboratively. The 




opportunities to speak through questions and pauses during his own turn, but pupils did 
not get enough time to provide long answers. Pupil responses were mostly single 
words or parts of sentences. The longest pupil turn was a simple sentence (e.g. ‘They 
have come to Bangladesh to visit Zara’s aunt and uncle’) where more than half of the 
words were borrowed from the comprehension question.  
There were few opportunities for free language production. In lesson 1, pupil output 
came in the form of sentence transformation in English (i.e. controlled production) and 
joining the teacher in rule explanation in Bangla. In lesson 2, pupils identified the 
pictures teacher showed them as well as those in the book very briefly using a few 
words. In lesson 3, pupils identified the people in the picture but there was no real 
description of people or the situation. The pictures Borhan used served mostly as topic 
introduction but not as opportunities for learner output. Also, while using the EFT 
textbook, Borhan stuck to the given questions and did not incorporate ‘referential 
questions’ to enhance pupils’ cognitive engagement and the quality of pupil talk.    
7.3.4 Classroom interaction 
The analysis of lesson transcripts reveals the teacher’s overwhelming dominance of 
classroom discourse. Borhan controlled the lessons from beginning to end, asking 
questions, giving answers, translating, and explaining grammar points. There was a lot 
more teacher talk than pupil talk. 
During the post-lesson interview Borhan said that he sometimes gave pupils group or 
pair work, although no such collaborative work was seen in the lessons I observed. He 
believes that interaction among pupils can happen before and after class, not just 
inside the classroom. He reported that he had formed some mixed-ability groups in his 
classes where “top ten students are given the responsibility to mentor other pupils in 
their groups” (BH_int2: 44-45), who work inside as well as outside the classroom, 
during off periods or tiffin periods (lunch breaks) and work together to solve any 
problems with their studies. He called them ‘mentoring groups’ and credited the BRAC 
training programme he had recently attended for this idea.  
The IRE/F exchange pattern was extended a few times as Borhan asked probing 
questions, but he did not wait long enough either after asking the question or after the 




pupils awake and alert to what he was teaching rather than to get any substantial 
response from them. Also, pupils seemed to be used to a passive role for themselves in 
the lessons. There was no trace of any pupil initiative – there were no questions or 
comments from them. Overall, the lessons represented low cognitive engagement, and 
there was no evidence of ‘active learner participation’ that NCPD2012 suggested.  
7.3.5 Grammar teaching 
As discussed in 6.2.1 above, Borhan adopted a ‘focus-on-forms’ approach to teaching 
grammar. Pupils practiced sentence manipulation without any context and in a 
controlled manner. There was no opportunity to use the knowledge of structures to 
express pupils’ own ideas. The focus was on practicing the structural patterns for 
affirmative and negative sentences, developing declarative knowledge of rules, and 
using the rules to transform sentences. Teacher’s feedback was explicitly on structural 
accuracy (i.e. form) and semantic meaning; there was no discussion on when and 
where to use these sentences (i.e. pragmatic meaning).   
The NCPD2012 discourages the explicit teaching of grammar and recommends 
teaching grammar in context. However, it presents a list of discrete-points of grammar 
as the syllabus for English 2nd part. Borhan reported that he was not familiar with the 
curriculum document, but mainly depended on the past test papers and question 
formats (which keep changing) sent from the Education Board and the Ministry of 
Education for guidance on syllabus content and assessment.  He knew that grammar 
points could be taught in textual contexts: “We should look at the reading texts closely 
and find out which grammar items to focus on while teaching them” (BH_int3: 112-113), 
but admitted that high-stakes exam papers, which are set by Education Boards, 
determine what pupils want to study and what teachers at his school focus on. An 
analysis of past exam papers for English 2nd part revealed a combination of textualized 
and de-contextualized presentation of grammar points for the purposes of assessment 
(see Appendix 1). Borhan’s practice of explicit teaching of sentence transformation 
without context is clearly influenced by the related test item that requires pupils to do 
the same in the exam.      




Borhan reported during the post-lesson interviews that he teaches the four language 
skills, but listening and speaking receive far less attention, as high-stakes examinations 
do not include them. However, in the three observed lessons, as discussed in section 
6.2 above, he covered the four skills and grammar. For reading comprehension, 
Borhan uses translation and comprehension questions a lot. There are, it appears, two 
objectives for reading: to understand the text and answer the questions that follow the 
reading text (e.g. comprehension questions, and summary writing). For writing, Borhan 
uses models for pupils to read and understand so that they can imitate the model 
themselves. Borhan admits that often pupils just memorise the samples, in which case 
there will be no real writing and no learning of writing. However, Borhan has a different 
explanation to memorisation. He thinks that “if the pupils understand what they are 
memorising, they should be able to write on their own in the exam. They might forget a 
few sentences here and there, but they will be able to make sentences and make up for 
the memory lapse” (BH_int4: 71-72). Borhan’s view of memorising as two types is 
discussed in NCPD2012, which distinguishes between ‘rote learning’ and ‘memorising 
with understanding’, and discourages the former, not the latter. Regarding listening and 
speaking, he reports that these skills are done in the class along with reading and 
writing.   
Regarding continuous assessment, he reported that the idea of classroom-based 
assessment is good and that all teachers used it at the school. However, the tests are 
not necessarily formative, as he cannot provide detailed feedback to pupils due to his 
workload and class size. Another problem is that English teachers at his school do not 
assess listening and speaking skills, although the NCPD2012 recommends assessing 
these two skills through continuous assessment.   
7.4 Conclusion 
Borhan is a young teacher with a positive attitude to teaching and professional 
development. He became a teacher by choice and he has no regrets about the decision 
despite facing several constraints such as large class size, heavy workload and pupils’ 
low proficiency. Borhan’s account shows that training programmes can be very useful 
in achieving teaching effectiveness. Borhan’s teaching practices have undergone 
changes over the years; he uses a much wider range of activities now for which he 




augment his teaching, involves pupils through frequent questioning, supplements 
materials to facilitate learning, invites pupils to ask him questions, and creates a very 
positive learning environment. He is keen to continue with professional development 
activities and being a better teacher in the future, the B.Ed. being his next goal.  
Nevertheless, his lessons reveal a number of shortcomings, seen through the lens of 
the recommendations of the NCPD2012. His use of pictures and slides worked well as 
topic introducers, but it did little to develop pupils’ speaking skills, as pupils were given 
very short turns. During reading, he mostly asked simple ‘display questions’ rather than 
the more productive ‘referential questions’. During reading and grammar teaching, he 
demonstrated an overreliance on translation and explanation/exposition, hardly making 
any links between the texts and pupils’ lives. He did not focus on ‘the writing process’ or 
‘genre’ in teaching writing, which might result in the perpetuation of memorisations of 
ready-made answers for the exams. Also, as revealed during the post-lesson 
interviews, he had not yet begun to assess pupils on listening and speaking skills as 





CHAPTER 8: CASE 3 (SHUVRA) 
8.1 Shuvra: background and experiences 
Shuvra was an experienced teacher with over 20 years’ experience teaching English 
from grade 4 to 7. The table below (8.1) gives an overview of her biography and 
teaching context, which is discussed in more detail in the following sections. 
Table 8.1: Shuvra’s background and context 
The Teacher 
• BA and MA in English literature 
• 20+ years’ experience teaching English in primary and lower secondary levels  
• 18+ years spent at her present school 
• No pre-service training, but later completed 1-year B.Ed. and attended a few short in-service 
training workshops 
The Institution 
• Five branches in the capital   
• 23,000+ students (all girls) and 850+ teachers 
• Pupils: Grade 7 (aged 12 to 13) 
Shuvra’s professional background 
Shuvra has a BA, which is the minimum qualification for recruitment of secondary 
teachers, and an MA, both in English literature, and both from a leading public 
university of Bangladesh. When she was studying at university, she had no intention to 
become a teacher. After graduation, she joined an advertising firm as an executive and 
moved to another similar firm after a year. She found the job to be hectic as she had to 
work all day and there was not much time to pursue her interests: literature and music. 
She had learned classical music for 10 years and wanted to carry on practicing it. Her 
parents wanted her to change her job as she was returning home late in the evening, 
and they were worried about her safety. She thought teaching would give her more free 
time and enable her to pursue her twin interests. After leaving her job at the advertising 
firm, she joined an English medium school and worked there for a year before switching 
to another school. After a stint of 6 months at the second school, she moved on to her 
current school where she held a temporary post initially. Her performance was 




through a recruitment examination which consisted of a written test, viva and an 
evaluation of teaching skills.   
Shuvra began teaching without any pre-service training experience. Later, she obtained 
the one-year B.Ed. degree, which is a requirement for all secondary school teachers, 
from the Bangladesh Open University and attended a couple of short training 
programmes: one on improving teaching quality under Teaching Quality Improvement 
(TQI) project, where she received training in CLT, and another on digital content 
preparation and use. She believes her experiences as a teacher coupled with the B.Ed. 
and other in-service training programmes have contributed to her growth as a teacher.  
The institution 
The school in which Shuvra teaches is, as the assistant head teacher reports, a 
reputed and large school spread over five campuses in the capital with over 23,000 
students and 850 teachers (Zohra_int1). Over half of the teachers and students are 
based in the main branch where Shuvra is based. The school follows the National 
Curriculum in two versions: English and Bangla. In the English version, teacher-student 
ratio is nearly 1:40 and every class has 70 students, although the National Education 
Policy recommends 30 pupils per class (Ministry of Education, 2010). The assistant 
head teacher reports that the school consistently performs well in public examinations 
and has a good reputation in the academia and job market as well (Zohra_int1).  
Her attitude to teaching  
Shuvra reports being generally happy with the school, the pupils, her colleagues, and 
the administration but feels overburdened, as she has to do “other works” apart from 
teaching and marking scripts. She is also unhappy with her salary. She thinks that her 
income from the school is hardly enough to maintain her family expenses. Being a 
single mother (her husband passed away a few years back), she has to provide for her 
son who is preparing to go to university next year. She teaches in a tuition centre, 
popularly known as ‘coaching centre’ in Bangladesh, outside her school hours to 
supplement her income but has been nervous since the government wants to shut 




Seeing children’s reaction after a good lesson is the only satisfaction. It makes 
me sad to think I chose teaching as my profession. Where is the recognition? 
And, what is the remuneration? If I have to constantly worry about money, how 
can I impart good education? (SD_int 1: 121-123) 
Nevertheless, she feels there are many teachers who are worse off than her, who get 
paid much less and have fewer opportunities to supplement their income.   
Her evaluation of the prescribed materials 
Shuvra usually organises her class around the activities in the textbook. For grade 7 
classes, which I later observed, she reports using textbooks as well as PowerPoint 
slides. English teachers at her school have periodic coordination meetings to discuss 
content coverage for half-yearly and final examinations. In a recent meeting, they 
agreed to use Advanced Learner’s Communicative English Grammar & Composition 
(Chowdhury & Hossain, 2017) instead of the prescribed grammar book because the 
prescribed book was deemed to have fewer exercises. Other supplementary materials 
she reports using include digital content which she and other English teachers share 
with one another.   
Her attitude to training 
Shuvra has a positive attitude to training. She reports that when she was new to 
teaching, she used to aim to make her lessons interesting, and one strategy she would 
frequently use was to begin the lesson with a warm up activity related to the topic or the 
main focus of the lesson. During the B.Ed. training, she learned many other strategies 
to conduct warm up activities and was introduced to many teaching ideas. She learned 
to use teaching aids such as pictures to make pupils speak, and to use colourful 
posters to show them grammatical structures with examples. She now perceives a 
change in her teaching approach:    
…honestly speaking my classes were not very student-oriented… gradually I 
have gained this knowledge that the lessons need to be student-oriented not 
teacher-oriented I learned that teacher should make students active and that 




Although Shuvra is positive about her overall experience of in-service training, she 
reports that she did not like all the ideas. For example, she learned how to write lesson 
plans for her classes but did not quite like the idea:  
…to be frank, I hate making lesson plans…that I must think in terms of 
objectives and all activities have to be linked to these objectives…I did not like 
it…( SD_int 5: 24-26) 
Also, she does not consider it feasible to prepare detailed lesson plans, as she teaches 
over twenty periods in a week; instead, she prefers to do some ‘homework' the night 
before. Another idea she has mixed feelings about is group and pair work activities. 
She was introduced to different techniques of learner collaboration in class and she 
believes in the value of them, but she has rarely used them. She points out two 
reasons: ‘noise’ generated during group work, and the problem of monitoring such work 
in large classes.  
8.2 Outlines of the lessons observed 
8.2.1 Observation 1 
Date: 02/08/2017  
Grade: 7 (section B) 
Attendance: 42 present out of 73 
Subject: English 1st Part  
 
The first lesson with Shuvra was on a hot and humid day. A large number of students 
were absent (31 out of a total of 73 were absent) due to the inclement weather. At the 
beginning of the lesson, the teacher stood on the dais at the front of the room. She had 
a microphone in hand which she sometimes offered to the girls when they came up to 
speak. Pupils sat on small benches arranged in rows facing the teacher. The room was 
quite large with seating capacity of 80 and was well-ventilated with windows on two 




The lesson focused on English 1st Part which covers the four language skills and used 
the textbook English for Today for Class Seven (NCTB, 2012d). Shuvra spoke rapidly 
and in 40 minutes she covered two lessons from EFT. Since she planned her lessons 
around the materials and activities provided in the textbook, it is important to examine 
the extent to which the content and activities are aligned with the recommendations of 
the NCPD2012. The materials and activities used in the observed lesson make up two 
of the eleven lessons in Unit 6 of EFT. Other texts in the unit include a passage on a 
train journey, a poem titled “From a Railway Carriage”, a story titled “The Selfish Giant”, 
a listening text. All the lessons in the unit are connected by a common theme ‘leisure’. 
At the beginning of the Unit, six learning outcomes are mentioned which relate to the 
productive skills of speaking (e.g. learners will be able to ask and answer questions, 
and talk about people, places and events) and writing (e.g. write paragraphs and short 
compositions), the receptive skill of reading (e.g. read and understand texts; enjoy 
poems) as well as language focus (use sounds, stress and intonation appropriately). 
The materials and activities on Zishan’s daily life (see Figure 8.1 below) are designed 
clearly to provide pupils with opportunities to practice the speaking skill (B & C) and 
writing (D). The reading activity in A is followed by three ‘open-ended’ questions in B 
which are to be discussed in groups or pairs. C is an “opinion-gap” activity while activity 
D involves writing albeit on a very limited scale, as pupils are not required to write in 
sentences. The poem (Figure 8.2 below) is supposed to be recited with attention to 
sounds, stress and intonation. The accompanying activities (B, C & D) are designed to 
facilitate text comprehension (B & C1), discussion in groups/pairs (C2 & D), and writing 
(C & D). It appears that the texts and the accompanying activities integrate the four 
skills of reading, writing, listening and speaking and aim to involve learners through 
collaborative work in comprehension and production of the target language. These 
goals are in alignment with the policy recommendations discussed in section 2.4 above. 












Since teaching materials are part of the ‘official’ or ‘intended’ curriculum, an 
examination of classroom use of them will reveal the ways in which the planned 




reveal how the teacher’s skills, knowledge, and beliefs influence their textbook use, 
which may or may not correspond with the intentions of curriculum planners or textbook 
authors. The activities observed in the first lesson and the aims underlying them are 
summarised in Table 8.2 below. The descriptions of the activities shed light on the way 
Shuvra adopted and adapted the materials and how the enactment relates to the 
pedagogical recommendations discussed in section 2.4 above.  
Table 8.2: Outline of lesson -- Shuvra 1  
Activity Lesson aims and brief comments 
1. T and Ss exchange greetings. T asks Ss about the weather and 
goes on to express her feelings. Ss nod and say ‘yes’ to agree 
with T. T inquires if Ss have submitted their ID forms, and 
instructs Prefects to follow up on that. The interaction between 
T and Ss is dominated by teacher talk.  
Classroom management  
ice-breaking activity 
2. T reminds Ss of the challenges of the 2nd term and the need to 
work hard (e.g. new syllabus). Little or no pupil talk. 
Teacher talk  
3. T asks Ss how they feel about studies. T calls three pupils over 
to the front, one at a time, and engages them in a conversation 
with her on their leisure activities and studies. T asks 
clarification questions, extends pupils’ speech, and thanks 
them.         
Free conversation between T and 
S 
4. T asks the class to read the given routine from the textbook 
(Figure 8.1) individually and silently. After some time, checks 
that everyone has finished reading.     
Silent Reading   
5. T asks the three questions in B (Figure 8.1), one at a time. She 
nominates girls to answer the questions. There is no group or 
pair work. Once an answer is provided, T asks the pupil to 
explain the basis of her answer, and asks the whole class if 
they agree with the girl’s answer. Pupils choose the same 
answer for ‘the right answer’. T confirms ‘the’ correct answer, 
thanks the pupils and closes off the conversation.    
Q/A between T and S 
Reading comprehension  
 
6. T arranges a ‘debate’ on the motion ‘All work and no play will 
make Zishan a dull boy’. She selects 3 girls to speak in favour 
and 3 to speak against the motion. The result is 6 monologues 
as there are no agreements, disagreements or rebuttals.   
‘Debate’ on a known topic 
Extended pupil turns  
7. T changes the textbook activity D and asks pupils to write a 
paragraph on their routine as their homework.  
Paragraph writing (homework)  




their hands), tells them about the importance of poetry and 
literature in general, and advises them to recite and memorise 
poems for language learning, especially pronunciation (e.g. 
stress, intonation, voice projection). 
genre and usefulness of poems  
9. T asks pupils to recite the poem after her. She reads out one 
line at a time and waits for pupils to repeat after her. Pupils 
repeat after her in chorus.  
Teacher modelling and learner 
choral recitation  
10. T tells pupils about the medium and the use of figures of 
speech 
Teacher talk -- exposition on 
poetry as a medium and style 
11. She asks pupils the meanings of words and phrases such as 
‘streams, ‘full of care’ and ‘beneath the bows’. She asks pupils 
to interpret lines such as ‘we have no time to stand and stare’. 
T echoes, reformulates and extends pupils’ short answers.  
Reading comprehension  
focus on form (e.g. lexis);  
teacher commentary 
12. T asks pupils to find the inner meaning of the poem but there is 
no thinking time and no pair/group work. She moves on to 
discuss the meaning of the poem herself.  
Teacher explanation (didactic 
mode) 
13. T stops in the middle of the lecture, points to a pupil to stand up 
and asks her: What’s the bad effect of technology?  T tells the 
S to give ‘two lines’. S provides a 2-sentence answer.    
Q/A 
14. T asks pupils to write answers to the two questions in C (Figure 
8.2). Before they could answer, the bell rings. T informs the 
class that this activity along with the next is going to be done in 
the next class.    
Writing answers -- postponed for 
the next class  
15. T asks pupils not to make noise after the class is over. T asks 
prefects to monitor discipline 
Classroom management 
 
The topic of the lesson was ‘leisure’ and the activities were mostly based on the 
textbook. During the lesson, Shuvra closely followed the sequence of activities in the 
textbook while adding some activities (1,2,3, 13) and modifying others (6, 7). She thus 
used the textbook materials as a ‘resource’ rather than as a ‘script’ (Tomlinson, 2012).    
Shuvra smiled and joked at times but the atmosphere seemed rather tense. She 
initiated all the activities, controlled pupils’ talks, gave instructions, advice and 
explanations. She maintained an authoritative voice throughout. She seemed to be in a 
hurry to cover as much material as possible within class time. She spoke rapidly and 




The lesson was teacher-centred and a lot of the class time was taken up by teacher 
talk. Shuvra began by greeting pupils and talking about the weather. She asked pupils 
questions about the weather, but did not wait long enough for pupils to answer or to 
provide a complete answer. As seen in Episode 1, in response to the teacher’s ‘open’ 
question (line 5), a student began to respond (line 6), but she was cut off from 
developing her response further, as Shuvra took the floor back (line 7) and spoke about 
her own feelings on the weather before changing the focus from talking about the 
weather to a housekeeping issue (line 9).  
Extract 1 
1. T  so good morning girls 
2. Ss  good morning miss 
3. T take your seat take your seat the weather is er this weather is not good right?    
4. Ss [some pupils nod to agree with the teacher] yes 
5. T the weather is humidity is there right? so how do you feel about the weather? 
6. Ss [students mumble answers. one voice is audible] it’s warm= 
7. T =it’s very (high) humidity full of humidity we are not feeling that much good  
8. T it’s raining but still 
9. T and now girls have you submitted all of you submitted your what to say id 
forms? 
The dominance of teacher talk is seen throughout the lesson which led to a lower 
percentage of pupil talk. A rough word count from the lesson transcript reveals that all 
pupils who spoke in class produced a total of 570 words which was just over 13% of 
total words produced in the first observed lesson (4300 approximately). In the lesson, 
she was seen to frequently ask whole-class questions, but often did not wait for an 
answer. Instead, she gave the answer herself, as seen in line 7 of Exract 1. This is 
contrary to the curricular recommendation of NCPD2012 which suggests that “some 
time should be given for thinking” (Ministry of Education, 2012, p. 20).  
A lot of the time in the lesson, Shuvra followed ‘transmission pedagogy’, as she spoke 
at length on the challenges of the new term, the value of poetry and of memorising 




lesson, on the importance of maintaining discipline during and in-between classes. A lot 
of class time was also taken up by the teacher introducing or setting up the activities, 
as seen in Extract 2:  
Extract 2 
T …who takes interest in poems? raise your hands don’t lie don’t xxx just tell me the 
truth so do you recite poems?  
Ss [Some nod their heads and a few voices are heard saying ‘yes’]  
T you know recitation will improve your pronunciation you know the projection of 
voices…please try it at home standing in front of the mirror sometimes when you 
are at home look at the mirror and recite it will help you a lot believe me take my 
word take my word and though i am not very good i will try my level best to recite i 
want you er to recite along with me first i will and then you why? because then you 
will know how to recite then i will go for the inner meaning of the poem OK? fine 
‘Leisure’ written by William Henry Davies and he is a British poet OK? i er xxx let’s 
read the poem we don’t have much time [T begins reciting the poem line by line 
followed by the pupils repeating after her] 
As seen in the above Extract, the teacher was preparing pupils for the recitation 
activity. She began by asking pupils if they took an interest in poetry and then explained 
the value of reciting poems. The few questions she asked were ‘closed’ questions that 
did not yield any detailed responses from the pupils. It appears that in asking the 
questions her main goal was to draw pupils attention to the activity rather than getting 
them to speak. As Shuvra explained later, there were two main pedagogic goals in 
teaching the poem: language development and communicating the ‘inner meaning’ of 
the poem. She believes that  
…when they will recite or memorise poems um if they get good guidance, they 
will learn to pronounce they will follow the intonation …they will learn the 
projection of voice… (SD_int 3: 65-67) 
She also believes that pupils should know the difference between a prose piece and a 
poem. She observes that Bangladeshi students have many ‘problems’ in pronunciation, 
not just in English in Bangla too, arising from the influence of many Bangla dialects they 
speak. She thinks pupils should have a good model and she believes her own 
pronununciation can be considered a good model since “it has a minimum standard” 
(SD_int 1: 51). In addition to teaching pronunciation and expression of emotion through 




that their understanding of life develops…” (SD_int 3: 43-44). It was during the teaching 
of the poem that pupil talk was at its minimum, as Shuvra kept explaining the ‘inner 
meaning’ or message of the poem. Shuvra did not nominate anyone to answer the 
questions she asked and was happy with students nodding in agreement or giving 
single-word responses.  
In the lesson, there were a few activities where pupils got the opportunity to speak (e.g. 
activity 3, 5). When Shuvra nominated pupils to speak, she assigned them turns as 
long as or longer than a sentence. She engaged them in conversation with her, asked 
clarification questions, reformulated and extended pupil contributions. However, when 
she asked whole-class questions (that is, when she did not nominate anyone to speak), 
she did not wait for a sentence-length answer. Extracts 2 above and 3 below reflect a 
contrast between the two types of learner participation. In Extract 2, Shuvra did not 
engage with the pupils, but in Extract 3, she did.   
Extract 3 
20. T you please stand up ... Suraiya tell me how much time do you spend on your 
studies? 
21. Suraiya  I study for two hours 
22. T two hours? OK two hours she spends two hours I am talking about 24 hours 
in 24 hours you only spend 2 hours? or? 
23. Suraiya after I go home (I have teachers at home) then I study for two hours 
24. T OK I got it 3-4 hours or 5 hours… take your seat  
NCPD2012 emphasies the use of thought-provoking questions as well as probing 
questions to promote greater learner participation in classroom discourse. Research on 
classroom discourse suggests that the widespread Initiation-Response-
Feedback/Evaluation (I-R-F/E) exchange structure where the teacher initiates the 
exchange, assigns who to speak or answer a question and ends with feedback 
contributes to poor and restrictive interaction (Garton, 2012; Hardman & Abd-Kadir, 
2010) and places “severe limitations on the contributions that students can make to the 
interaction” (Hardman, 2016, p. 7). In the lesson, many exchange structures reveal the 
IRF/E pattern. Nevertheless, there are exchanges where the IRF/E pattern is extended. 
In Extract 3, for example, Shuvra asked a question related to a pupil’s reading habit 




clarification (Line 22) which generated two additional moves: pupil response (Line 23) 
and teacher feedback (Line 24). Thus instead of an IRF exchange structure, we notice 
an IRIRF structure. The pupil involved spoke only 2 or 3 sentences but she got an 
opportunity to express herself in English and her contribution in Extract 3 was much 
longer than pupil contribution in Extract 1 or 2 where the teacher asked whole-class 
questions and did not probe pupils for explanation or clarification.     
Even in this extended exchange structure, Shuvra ended up saying more than twice as 
much as the pupil. The longest turns that pupils got in the lessons came during the 
‘debate’(Activity 6 in Lesson 1) and when two pupils described their favourite players 
(Activity 30 in Lesson 3). As seen in Extract 4, these are mostly monologues with some 
involvement of the teacher. That is, there is teacher-pupil interaction but no pupil-pupil 
interaction. Both in Extract 3 and Extract 4, the teacher checks confirmation which 
breaks the IRF/E sequence, but does not ‘probe’ further after the pupil has finished 
speaking. Also, there isn’t much group or pairwork in the lessons. There is just one 
group work on lexis (Lesson 3, Activity 29) which did not require pupils to speak in 
English. Pupils who did not get an opportunity to speak had a more passive role which 
involved listening to the teacher, doing the activities in the textbook, reciting the poem 
after the teacher, reading the texts and writing/answering comprehension questions.   
Extract 4 
1. S we all know all work and no play will make Zishan a dull boy we all know play is 
very important for us it helps in our physical development and xx it x also our 
mental development and we socialise through the playing with the society we make 
friends and sometimes also enemies [S1 chuckles]  
2. T enemy? [joins the laughter]  
3. S [continues] OK OK and so if we work all the time then we don’t get time to play if 
Zishan does the same he won’t get time to play so he won’t socialise and er his 
mental and physical development will not be proper so can say that all work and no 
play will make Zishan a dull boy 
4. T thank you very much now xxx you come forward… it’s wonderful give her a big 
hand my god she has placed her voice very well thank you thank you very much 
you were excellent 




Date: 21/08/2017  
Grade: 7 (section B) 
Attendance: 64 present out of 73 
Subject: English 2nd Part  
The second observed lesson took place nearly three weeks later and it was the same 
class in the same room. Unlike the first observed lesson, attendance was much higher 
(64 pupils were present out of a total of 73). It was the first period of the day. The class 
began 10 minutes late due to students’ assembly which was prolonged that day, so the 
duration of the class was 35 minutes instead of 45. The focus of the lesson was a 
grammar point from English 2nd Part. As discussed in 2.4, NCPD2012 emphasises the 
teaching of grammar in meaningful contexts and various grammar points such as 
‘countable and uncountable nouns’, ‘regular and irregular verbs’, ‘tenses’, ‘Infinitive, 
Gerund and Participle’ comprise the syllabus content for English 2nd Part. The lesson 
focused on the ‘Non-finite verbs’ and consisted of the following activities shown on 
Table 8.3: 
Table 8.3: Outline of lesson -- Shuvra 2 
Activity Lesson aim and activity 
type 
16. T asks Ss to calm down and go to their seats. Calls for the 
Prefects and asks them to wipe the white board. Calls out roll 
numbers and pupils respond.  
Class management  
17. T explains the importance of grammar; T establishes the 
rationale for learning grammar 
T talk  
Exposition  
18. T writes a few sentences on the whiteboard and asks Ss to 
copy them in their class work copy (e.g. ‘I drink tea’. ‘I started 
drinking tea’. ‘I like to drink tea’. ‘I saw him drinking tea.’ T 
asks Ss what ‘part of speech’ the underlined words are. Ss 
respond correctly (‘verb’).  
Inductive grammar 
teaching  
focus on form  
19. T invites a student to the front of the classroom and asks her 
to write ‘she’ in place of ‘I’ in the sentence ‘I drink tea’. The 
student writes ‘She drinks tea’. T asks the whole class if they 
see any change to the verb. Ss respond that the verb has ‘s’ 
added to it because the subject has changed to ‘she’. T asks 
the student, “What kind of verb is it”. T expects her to say 
Eliciting knowledge of verb 
types using metalanguage 





‘finite’ but she cannot answer.  
20. T provides a lead: “…whenever the verb would be influenced 
by the number and person of the subject, that verb is a 
particular kind….What kind of verb is that?” Ss cannot answer.  
Eliciting knowledge of verb 
types using deductive rule 
explanation 
21. T explains again, asks again, waits but there is no answer. T 
is visibly exasperated and gives the answer loudly ‘FINITE’. T 
then asks again, ‘Why is it finite?’ Again, the student cannot 
answer. T slowly completes the answer: ‘…because it gets 
influenced by (pauses but no student response)…by the 
number and person of the subject.  
Grammar explanation 
deductive presentation of 
rule 
22. T asks SS: “What is the other type? Which is not influenced by 
the number or person of the verb?” SS cannot answer. T says 
‘non-finite’. T draws pupils’ attention to ‘to drink’, ‘drinking’ and 
asks what category they belong. No response from Ss. T 
explains that they are ‘non-finite verbs’, also called ‘verbals’. T 
tells the class that they are going to discuss ‘verbals’.  
Eliciting knowledge of 
grammar using 
metalanguage as well as 
examples 
23. T explains the ‘verbals’: gerund, infinitive and participles. T 
writes the words on board. T asks Ss: “What is gerund?” Ss 
cannot answer. T explains that gerund has a structure: the 
base form of the verb +ing. T writes ‘The boys are playing in 
the field.’ ‘Playing football is a good exercise’ and explains 
when a verb becomes a gerund. As she explains, she pauses 
for students to respond. Ss begin to respond more at this 
point. 
Deductive rule explanation 
followed by examples   
24. T asks a student to write on board an -ing form of a verb that 
works as a gerund. The student writes, “Walking is very good 
for health.” T praises the student.  
Getting pupils to 
demonstrate 
understanding of gerund – 
focus on ‘form’ 
25. T continues to explain the forms of gerunds, infinitives and 
participles with deductive rules and examples at the level of 
sentence. 
Deductive approach to 
teaching the ‘verbals’ 
26. T asks Ss to identify gerunds from the following sentences: 
My hobby is gardening. 
He is fond of reading. 
She likes singing. 
He started drawing. 
Every day he goes for* fishing. 
Identifying ‘gerunds’ in 
example sentences – 




27. T asks Prefects to collect all class work copies which she 
would check and return in the next class. 
Assessment of classwork 
Feedback on classwork 
 
Although the NCPD2012 discourages explicit and de-contextulised teaching of 
grammar, Shuvra’s approach to teaching a grammar point was highly explicit, deductive 
and devoid of context. Shuvra began the lesson by explaining why pupils needed 
grammar. She then used deductive rules and questions to elicit pupils’ declarative 
knowledge of a grammar point (i.e. ‘finite’ and ‘non-finite’ verbs). The pupils in the class 
had very little prior knowledge of ‘finite’ and ‘non-finite’ verbs and therefore could not 
answer the teacher’s questions. When the teacher realised that, she began to provide 
further explanations of the rules with examples. Then she asked pupils questions to 
check comprehension and asked them to change verb forms to demonstrate their 
understanding of ‘gerund’, ‘infinitive’ and ‘participle’.  The lesson was teacher-centred 
and Shuvra’s approach was deductive for most part of the lesson. Isolated sentences 
were used as contexts for teaching the selected grammar points. Despite Shuvra’s 
attempts to get her points across, very few students seemed really interested. Only 
students who were invited to speak or write responded.   
Shuvra did not use any textbook for the lesson, but rather referred pupils to the 
supplementary grammar book for further work at home. After the class Shuvra said that 
she was disappointed with the lesson. She explained that it was not a typical lesson in 
the sense that she could not show pupils the ‘verb tree’ on a poster. Due to adverse 
circumstances in her family (her mother was critically ill so she had returned late at 
night from the hospital), she could not bring her poster to the class, and the lesson did 
not go the way it should have. Also, she reported that she had assumed pupils knew 
the ‘verbals’ but she realized from pupil responses during the lesson that she was 
wrong. She felt that the lesson was a ‘hotchpotch’ (meaning ‘untidy’ or ‘chaotic’) which 
sometimes happens, as it did that day.     
8.2.3 Observation 3 
Date: 23/08/2017  




Attendance: 53 present out of 73 
Subject: English 1st Part  
The third observed lesson took place two days after the grammar lesson. I reached the 
class around 10 minutes late due to inclement weather and heavy traffic, but I was able 
to observe 30 minutes of the lesson. It was the same classroom with the same group of 
pupils. The class was using English for Today for Class Seven (NCTB, 2012d), the 
prescribed text for English 1st Part. I later learned that the teacher had marked the 
attendance register and engaged students in a whole-class discussion on their 
favourite sports and players at the start of the lesson. After I had taken a seat, Shuvra 
concluded the discussion on pupils’ favourite sports and players and moved on to 
Lesson 4 of Unit 7. She elicited what the topic of the lesson was (‘sports personalities’) 
and then guided pupils in completing the activities provided in the textbook.  






Since the lesson revolved around the textbook materials provided above (Figure 8.3), 
an analysis of them will reveal the extent to which they align with the suggested 
pedagogical approaches of the NCPD2012 and how the teacher implemented them. At 
the beginning of the unit, a number of keywords are provided (e.g. stout, attractive, 
slim, smart). The first activity (A) requires students to identify sportsmen from given 
pictures and state what they are famous for. The next activity (B) requires students to 
use a list of given words to describe each person. In Activity C students are supposed 
to work in pairs and write down antonyms for the words given in B. In Activity D a 
reading passage is followed by a true false activity (E): 5 sentences, based on the 
reading passage, are given in E and students are to find out if the sentences are ‘true’ 
or ‘false’, and write correct sentences for the false ones. In Activity F, a short reading 
passage is provided with blanks to be filled by the correct forms of the verbs given as 
clues. In short, these activities in EFT are designed to develop language knowledge as 
well as language skills. The following table (8.4) summarizes the way the textbook 
activities were enacted: 
Table 8.4: Outline of lesson -- Shuvra 3 
Activity Lesson aim and activity 
type 
28. T asks the class to look at the pictures one at a time and identify 
the sports personalities. Pupils shout the names in chorus when 
they can recognise the person. In case of picture 3, T gives some 
details about the person and elicits the correct response. In some 
cases, she does not wait for the students to speak but identifies 
them herself (e.g. picture 2). It appears that pupils have some 
difficulties recognising some of the pictures. 
Picture description turned 
into whole-class picture 
recognition activity 
 




29. T forms groups of 4 or 5 pupils. Asks the groups to write antonyms 
of the given words, as many as possible. The group that can write 
the most antonyms in 5 minutes would be the winners. Pupils 
seem animated as they work in groups. Representatives of the 
groups read out the antonyms. Teacher corrects and discusses 
some words with the whole class. 
Group work on lexis.  
Learning word meanings 
and writing antonyms. 
30. T invites Ss to describe their favourite sports personality. 2 
students volunteer to talk, one about Messi, another on C. 
Ronaldo. Ss smile and laugh at times as they listen and clap (e.g. 
Ss laugh once as one describes Messi as middle-aged, and again 
as another describes Ronaldo as ‘sober’). T gives feedback on 
choice of words. Students are given the freedom to choose a 
player to talk about. Only 2 Ss speak, rest of them listen, laugh 
and make comments. The pupils seem interested in this activity.   
Speaking activity for 2 
pupils (listening for the rest) 
-- focus is on meaning 
31. T asks Ss to read the short extract on Pele. She asks Ss if they 
know Pele and concludes, from Ss response, that they do. No 
purpose is set for reading. T does not intervene or monitor as Ss 
read silently. T asks Ss to finish quickly and move on to the ‘true’ 
or ‘false’ activity in E. The purpose appears to be to do the ‘true’ or 
‘false’ activity in E.  
Silent reading  
32. T asks Ss to write ‘True’ or ‘False’ for the given statements in their 
class work copy. She asks pupils to correct false information. 
Reading comprehension 
33. T sets a homework assignment as Ss are working on activity E: Ss 
will write a paragraph on their favourite sports personality. 
Submission date is set – Ss have three days to finish. T advises 
Ss to follow the paragraph on Pele in EFT as a sample. Even 
though pupils are asked to follow the samples, there is no 
discussion on the genre and its features. It is not made clear why 
the sample is or is not an ideal sample to follow. 
Writing (homework)  
 
The lesson revolved around the activities in the textbook. Shuvra departed from the 
textbook on two occasions: first, when she changed the sequence of activities doing C 
before B (Figure 8.3) and later, as she added writing task set as homework assignment. 
She used English as the medium of instruction throughout and thus provided plenty of 
L2 input through her descriptions and explanations. Unlike the grammar lesson, the 
classroom environment was relaxed. There was a lot of laughter and smiling. Thus, 
there was a conducive learning environment which is congruent with the NCPD2012.    
The lesson integrated all four skills: pupils wrote words and their antonyms, spoke on 




teachers’ instructions, the two presentations, and had a writing assignment as 
homework. The main focus of the lesson was vocabulary work and speaking. In the 
post-lesson interview, Shuvra explained that she wanted pupils to know more words, 
learn words from one another, and that she wanted to elicit as many words as possible 
from pupils. Like the two previous lessons, this lesson was teacher-centred too.   
However, as seen in the picture description activity (Activity 28), Shuvra missed out on 
opportunities to get pupils to produce more output. She did not ask pupils what the 
sports people they saw in the pictures were famous for. Thus, pupils were denied the 
opportunity to describe the sports people using the given words and possibly their own 
words, and a potentially productive activity was reduced to a picture-recognition activity. 
8.3 Discussion 
In this section, I discuss Shuvra’s teaching practices as well as her beliefs underlying 
the practices with reference to the pedagogical recommendations of the NCPD2012.  
8.3.1 Classroom environment and relationship with pupils 
NCPD2012 suggests the use of a variety of activities to make pupils attracted to the 
lesson. Shuvra says that she believes in motivating pupils to participate and work 
harder through various means. She believes that it is important to tell students the 
rationale before doing an activity. For example, before asking pupils to perform a 
speaking task, she discusses the ‘worth’ of speaking in English in class. She also 
believes that competitions and challenges encourage students to work harder, make 
them spirited: “…they work attentively when they want to win...” (SD_int 2: 77). She 
feels that the competitive spirit works in her class which was exactly her rationale for 
setting up the challenge during group vocabulary work (Activity 29 in Lesson 3). To 
motivate students, she occasionally gives pupils presents such as chocolates, pens 
and stickers. Sometimes she prints certificates at her own expense to appreciate a 
good performance. As seen in Extract 4 above, she frequently praised pupils after they 
responded to a question or spoke on a topic.     
With regard to catering to individual differences which the NCPD2012 emphasises, 
Shuvra mentioned several pupil characteristics and her ways of dealing with them. She 




attention first. She believes that, in addition to teaching well, teachers need to pay 
attention to various aspects of their personality:  
…they are like my audience. If I don’t have a strong personality…in every 
aspect, starting with my dress up, they notice everything. (SD_int 1: 59-60) 
She also believes that making students active helps in maintaining discipline in class. 
She points out that her students in general are very good in English, but there are some 
shy students who do not want to speak in English. She identifies them and has a word 
with them:  
I try to inspire them so that they speak out …I try to make them understand that 
it’s now or never …so give it a try… if you can’t speak well, we won’t mind…but 
have a go first (SD_int 1: 18-20) 
Another way of dealing with pupil difficulty that she reports adopting is to use Bangla, 
pupils’ mother tongue, to facilitate their understanding. “We have some weak students 
in class… when I find that they they do not understand something I explain in Bangla” 
(SD_int 5). She reports that pupils in her class tell her if they have problems in 
understanding, which she thinks does not usually happen with other teachers: 
…in many other classes they cower in fear… in my class I use humour er we 
laugh and become free…sometimes I act you know I was an actor at one stage 
in my life…to teach etiquette I give examples from real life sometimes show 
them through acting (SD_int 5: 31-34) 
Still, Shuvra is not satisfied with the level of support she can provide to her pupils. She 
believes that pressure to perform well in the examination lead some pupils to adopt 
unfair means (e.g. matching answers) in the examination. These pupils need support 
but, as she reflects on her limitations, she cannot address learning difficulties on an 
individual basis due to class size and pressure to complete the syllabus on time. She 
thinks that she could nurture individual talents, if she had 30, instead of 70, students 
per class. 
8.3.2 Exposure to target language input 
The importance of extensive input for instructed language learning is acknowledged in 




use of supplementary materials corresponds with this emphasis. In the lessons, Shuvra 
used English as the medium of instruction, and used very few Bangla words. Later she 
explained that it is a school policy to use English as the medium of instruction in 
teaching all subjects except Bangla. She too thinks that pupils should have exposure to 
English as much as possible in the classroom:  
I did not get an English-friendly environment when I was a student and I faced 
many difficulties later… In my class I always try to speak in English so that by 
hearing, their English speaking will develop…kototuki jani na [=not sure to what 
extent] but I will try… (SD_int 6: 113-116) 
Her comments above underline her belief that pupils should receive plenty of input for 
learning the target language. Shuvra provided a good deal of language through her 
lectures linking the textbook activities to pupils’ own lives, as we noticed in the ‘warm 
up’ conversation in Extract 1 and also in Extract 3. During the free conversations with 
pupils, she provided input by way of extensions and reformulations of pupils’ speech. In 
the post-lesson interview, she said that she encourages pupils to use the Internet to 
find information for writing assignments and directs them to further sources of input. 
8.3.3 Opportunities for learner output 
As seen in the lesson analysis section above, pupils got quite a few opportunities to 
speak and write. However, the analysis of exchange structures reveals that Shuvra 
ended up saying more than twice as much as the pupils. The longest turns that pupils 
got in the lessons came during the ‘debate’ (Activity 6 in Lesson 1) and when two pupils 
described their favourite players (Activity 30 in Lesson 3). During these long turns, 
pupils got opportunities to express their own meanings. But Shuvra could have cut 
down on her own talk to allow pupils to produce more output. Also, as discussed in 
7.2.3, on some occasions pupils did not get the opportunity for cognitive engagement 
and extended utterances, as Shuvra did not utilize the picture description activity to 
maximise learner output.  
8.3.4 Classroom interaction 
A key principle of the NCPD2012 is that there should be interaction between teacher 




interaction but little or no pupil-pupil interaction. Pupils contributions were mostly 
monologues with some involvement of the teacher. Shuvra asked questions to check 
confirmation which broke the IRF/E sequence, but did not ‘probe’ further after the pupil 
had finished speaking. There was just one group work on lexis (Lesson 3, Activity 29) 
which did not require pupils to speak in English. Pupils who did not get an opportunity 
to speak had a more passive role which involved listening to the teacher, doing the 
activities in the textbook, reciting the poem after the teacher, reading the texts and 
writing/answering comprehension questions.  
8.3.5 Grammar teaching 
NCPD2012 suggests including grammar at all levels from grade 1 to 10. It discourages 
explicit teaching of grammar and asserts that grammar should be presented “within real 
life contexts” and “in meaningful contexts” (Ministry of Education, 2012, p. 39). 
However, as we noticed in 7.2.2, Shuvra’s approach to teaching a grammar point was 
highly explicit, deductive and without much context which contradicts with the 
NCPD2012.   
It is possible that Shuvra has not been exposed to the variety of ways that grammar 
can be taught, forcing her to teach grammar deductively all the time. The NCPD2012 
mentions many discrete point grammar items such as tenses, the passive voice, the 
direct and indirect speech, modals, infinitives, gerunds and participles, but does not 
suggest methods and techniques of teaching grammar.  Unlike EFT which includes 
many communicative activities, the grammar textbook and supplementary grammar 
book present grammar rules and example followed by test items such as gap-filling, 
error correction, sentence transformation. Also, the Teachers’ Curriculum Guides 
(TCGs) do not provide any sample grammar lesson either. 
Shuvra believes that knowledge of grammar is crucial for learning “proper” English. She 
explains that the knowledge of finite and non-finite verbs, which she discussed in 
Lesson 2, for example, makes students aware of their use when they are writing 
something. To make pupils interested in grammar, she believes, teachers have to 
explain the ‘worth of it’, where and how we use it. She thinks that teachers need to give 




that many students have a wrong perception about grammar, that they do not need 
grammar. She argues that such a perception is wrong, because 
To learn a language properly …we need grammar ...To develop writing, to be 
able to speak well... (SD_int 3: 11-12) 
She clarifies further that knowledge of grammar works as an awareness; for example, 
when students find out that  
verbs can be used as nouns and adjectives er apart from being used as action 
words ...this awareness helps them write without confusion. (SD_int 3: 15-16) 
Shuvra compares grammar teaching with teaching mathematics which involves 
formulas and practice:  
Grammar is like maths…(to teach grammar) I give a lot of exercises and 
homework… explain things to them… Maths teachers give formula...( SD_int 2: 
18-19)  
Shuvra is aware that her grammar lessons are “often boring…you can’t believe it…I 
keep trying but some pupils are reluctant…” (SD_int 5: 20-21). She believes that the 
reason for the perceived failure of her grammar lesson lies in the nature of the topic 
and pupils’ general lack of interest in grammar. She seems to be unaware of better 
ways to teach grammar:  
what to do? I explain the rules because…how else to teach it? (SD_int 3: 34)     
8.3.6 Integration of skills and continuous assessment  
The first and third lessons with Shuvra revealed an integration of the four skills of 
reading, writing, listening and speaking. Shuvra believes that  
[pupils] need to develop all the skills, not just reading and writing…in my class 
they speak a lot. I tell them, it’s okay if you make mistakes, but speak…they 
also write …both in class and at home… (SD_int3: 131-133) 
One of the reform initiatives of the NCP2012 was the introduction of “Continuous 
Assessment” (CA). NCPD2012 specifically mentions the use of CA to assess listening 




measures can be adopted. Shuvra believes that the provision of CA is good for pupils. 
She reports that she and her colleagues assess pupils mainly on their speaking skills. 
She does not do this in the regular class, but the school schedules some time for CA. 
She feels CA allows her to find out about learners’ personal lives, likes and interests as 
well as any problems they are facing with studies or at home. Thus, there is a degree of 
alignment with Shuvra’s practices in regard to CA and the NCP2012. Marks attained in 
oral examinations, homework assignments as well as class performance are added up 
to count the final score for CA. However, due to large class size she cannot give 
detailed feedback on pupils’ written work. 
8.4 Conclusion 
The analysis of lesson transcripts and interviews suggest that Shuvra’s teaching style 
involved deductive teaching of grammar, explaining content and language, giving 
advice, checking comprehension and giving feedback. She linked the materials to 
learners’ lives to make her points, and generally maintained a high standard of English. 
Pupils received plenty of input from her lectures. She also provided opportunities for 
pupils to speak and write. However, the interactions did not involve groups of pupils. 
She either interacted with the whole-class or with individual learners. Also, during the 
interactions she did not utilize ‘probing’ questions to maximise pupil engagement in talk. 
She equated teaching with learning. It is possible that her background in English 
literature led her to take a subject-oriented view of teaching. Nunan (2012) points out a 
tension between subject-centred and learner-centred views of language teaching. 
While in the former the goal is mastering a body of knowledge, in the latter it is the 
development of skills. During interviews, she was critical of the EFT textbook which in 
her opinion contains few literary texts and “too much communicative stuff” (SD_int 1: 
21). She repeatedly pointed out the importance of values and morals which she thought 
could best be taught through literature. Her teaching approach focused on knowledge 
transmission much more than learning by doing by the pupils.  
There are alignments between Shuvra’s beliefs and practices on the one hand and the 
policy recommendations on the other hand. There is alignment in terms of integration of 
skills, emphasis on the productive skills of speaking and writing, interaction with 
learners, motivating learners through competition, encouraging words and humour, and 




relied a lot on “transmission model of teaching” (Hu, 2002) providing lengthy 
explanations and instructions. She used very little group or pair work and therefore 
could not create opportunities for speaking, and only a small number of pupils got the 
opportunity to speak in her class. The writing homework she set for pupils was meant 
as individual work; since group work was not much used, there was little collaboration 
or cooperation among the learners resulting in a lack of correspondence with the 
recommendations of NCPD2012. Also, she did not use ICT as she thought setting up 
the equipment would take up much of her precious class time. Another lack of 
correspondence was seen in her approach to teaching grammar. Although NCPD2012 
emphasizes teaching grammar in meaningful contexts, she presented grammar points 
deductively in isolated sentences.  
Some of the divergences can be attributed to contextual factors, others to a lack of 
pedagogical knowledge. Shuvra has to teach large numbers of students and engaging 
pupils in group/pair work in large classes is not easy. She mentioned the noise factor, 
limited class time and seating arrangements as impediments to conducting group work. 
She is aware that learners vary in abilities and personalities, and her heavy workload 
means she cannot always cater to such differences. Lack of pedagogical knowledge 
with regard to grammar teaching and an absence of appropriate guidance leads her to 
teaching grammar deductively and without much context. It is possible that the national 
examinations which prioritise accuracy and knowledge of form perpetuate her grammar 
teaching beliefs and practices. Shuvra is frustrated with her grammar lessons which 




CHAPTER 9: CASE 4 (NORA) 
9.1 Nora: Background and experiences   
Nora had over 9 years of experience teaching English at the primary and secondary 
levels when I observed her. The table below (9.1) gives an overview of her biography, 
based on data from the initial and post-lesson interviews with her, and her teaching 
context, based on interviews with her as well as with the Assistant-head teacher of the 
school. Her background and teaching context are discussed in more detail in the 
following sections: 
Table 9.1: Nora’s background and context 
The Teacher  
• BA and MA in English literature 
• No pre-service training, but did 1 year B.Ed. and in-service training 
• Was studying for a second MA degree in ELT  
• Taught English for 9+ years at the primary and secondary levels and 7+ years at her present 
school 
The Institution 
• Five branches in the capital 
• 23,000+ students (all girls) and 850+ teachers  
 
The Pupils  
• Grade 6 (aged 11 to 12) 
Nora’s professional background 
Nora has a BA and an MA in English literature from a reputed college in Dhaka. She 
mentioned that she had always dreamed of becoming an English teacher. As a child, 
she travelled overseas quite often with her parents, and during those tours her father 
would encourage her to interact with foreigners. She also read many books in English, 
watched television programmes in English, and in the process developed a love for the 
language in her early childhood. At school, she met a “smart and pretty” teacher of 
English and decided to be a teacher like her. After completing her MA in English 




current school. She feels settled in her current job and has not applied for any other job 
since moving here.  
She started teaching without any pre-service training but later obtained a one-year B. 
Ed. degree, which is a requirement for all secondary teachers in Bangladesh. She has 
also attended a number of short training programmes for English teachers provided by 
the Ministry of Education, the most recent one being a three-week workshop on 
pedagogy under the Teaching Quality Improvement (TQI) project.   
She enjoys teaching and does not regret her decision to be a teacher. She reports that 
she was unhappy with her work hours at the school initially, which she believes 
impacted severely on her family life then, but now she feels happy with her job overall. 
Her school, like many other schools, allow teachers to teach students outside regular 
class hours for additional fees stipulated by the Ministry of Education. These classes 
are for students who want or need extra tuition. She supplements her income through 
extra tuition at the school outside school hours since she does not find her salary from 
the school to be sufficient at all.    
The institution 
Nora teaches at the same school as Shuvra. All teachers have regular teaching on five 
days a week from Sunday to Thursday. Nora comes to the school on Saturdays as well 
for special classes, which are arranged for students who need or want additional help 
with their studies. Students pay additional fees for these classes. She thinks that 
teachers have a heavy workload at the school and sometimes there is no weekend for 
her, as the school organizes special programmes at the weekend. 
Although Nora is not quite satisfied with her income from the school, she is happy with 
her colleagues, the students, and the assistant head teacher who oversees her work-
shift. She states that there is a nice collegial environment in her school which is 
corroborated by Zohra, the assistant head: English teachers work together well: they 
meet periodically to discuss their work, finalise the syllabus, select materials and share 
teaching and assessment ideas. There is a unanimous decision to use English as the 
medium of English for all subjects except Bangla language and literature, which she 
reports adhering to in her lessons because she believes learners need to have as much 




Her evaluation of the learners 
The classes she is teaching are all following the English version of the National 
Curriculum; that is, pupils study all subjects in English except for Bangla language and 
literature. Nora thinks that her pupils are generally very good in English – they have 
come through a very competitive admission test. Most come from well-off families and 
are supported by their parents in their education. This view is supported by the 
assistant head:  
…in our school, there is a long-tradition of academic excellence…once pupils 
step into the campus they begin to absorb certain values and practices from the 
environment. In my observation, around 70% of the pupils are doing very 
well…we need to push the other 30% to work harder. The parents are great, 
90% of them, they have concern for their children. We sit down with them and 
discuss what is needed for the progress of the children. The pupils used to 
come from the top tiers of society, but now with the new lottery system 
introduced for admission, this is changing….Now we are getting pupils from a 
range of backgrounds, but we welcome all equally. (Zohra, Interview 1)  
Her evaluation of the prescribed materials 
Nora thinks that the prescribed materials are not suitable for her pupils. In her opinion, 
the reading passages in the EFT textbook are “too short, too easy… written in general 
English” (NN_int1: 36). At her school, there has been a decision to supplement the EFT 
textbook with My English Folder (Singh et al., 2015) and the other prescribed grammar 
book titled EGC by a more ‘popular’ Advanced Learner’s Communicative English 
Grammar & Composition (Chowdhury & Hossain, 2017). In addition, she reports that 
she consults books in her personal library and searches on the net for additional 
materials that she brings to her class.  
Attitude to training 
Like the other case study teachers, Nora too views her training experiences positively. 
She reports that “I have also done the B. Ed. …I have learned so many things from 
there” (NN_int1: 131). She has also had a positive experience of in-service training 
such as the TQI. She mentions a number of activities and strategies she has learned to 




I have learned what will make my pupils happy, what kind of a question or comment 
would make them happy and motivated to pay attention …When I tell them stories, or 
share an anecdote from my student life, they like it….they like to smile….they like to 
have fun. (NN_int1: 153-5) 
9.2 Outlines of the lessons observed 
9.2.1 Observation 1 
Date: 2/08/2017  
Grade: 6, Day shift 
Attendance: 66 out of 73 
Subject: English 1st part  
The first lesson with Nora was on a late afternoon with pupils of grade 6 (all girls). It 
was a large class and most pupils were present. The 35-minute lesson focused on 
Lesson 22 of the prescribed English for Today for Class Six (NCTB, 2012e). The topic 
of the lesson is ‘Wonders of the World-1’ and all the activities in the materials as well as 
the observed lesson revolved around this topic.   
Since the observed lesson drew heavily on the contents and sequence of activities of 
EFT, an analysis of the materials is needed in order to examine the ways Nora enacted 
the materials and the beliefs underlying them. As seen in Figure 9.1, the materials 
include pictures of three Wonders of the World (i.e. the pyramids, the Taj Mahal, and 
the Eiffel Tower), and listening and reading texts describing them. The activities are 
designed to develop and/or assess reading/listening comprehension (e.g. Activity B, 
C1, C2, D) and to provide opportunities for controlled language practice (e.g. C1, C2). 
The materials do not make any mention of speaking and writing. The two intended 
learning outcomes, as mentioned at the beginning of the unit, “follow instructions, 
commands, requests, accordingly” and “read and understand texts” (EFT-6, p. 62) 
suggest that the focus is on receptive rather than productive skills. That is, the activities 
do not require pupils to produce extended texts in writing, or speak for an extended 
period of time. None of the activities require pupil-pupil interaction and communication 




participation in the communication of meanings while using the materials, which is what 
I was interested in.   
Figure 9.1: Lesson 22 of EFT, Grade 6 
 














The following table (9.2) presents a brief description of the activities observed in Nora’s 
first lesson along with the observer’s comments in relation to the recommendations of 




Table 9.2: Outline of lesson -- Nora 1 
Description of the activity Lesson aims and brief 
comments 
1. After mutual exchange of greetings, T asks Ss to close their 
books. She tells them that she will tell a story and ask questions 
about it later.  
She tells part of the story and elicits what the story is about 
(‘pyramids’). She then asks Ss to find the relevant unit in the 
textbook, look at picture 1 and identify it (Activity A).  
T continues giving a description of the pyramids, asking 
occasional questions to check comprehension.  
Listening and warming up   
Q/A (display questions) 
Elicitation of topic 
Picture recognition  
Plenty of T talk (input), little 
pupil talk (output) 
2.  Activity B. As the audio is not available, T reads aloud the 
listening text and asks Ss to fill in the gaps in the text. After 2 
minutes, T begins to read out the passage slowly, pausing where 
the blanks are for Ss to provide the answers. Ss answer in 
chorus. T repeats the answers and spells out one (‘Pharaos’). 
Listening comprehension 
Gap-filling exercise 
Language practice (focus on 
form)  
3.   T asks Ss about the second and third pictures in A. Ss 
answer loudly in chorus. T echoes pupils’ answers.  
T tells the class about the seven wonders of the world. 
Picture recognition (little pupil 
talk) 
Teacher talk –little interaction 
with Ss 
4.    T asks a student to go to the front of the class and read aloud 
the reading passage. T corrects a pronunciation error (‘acres’). 
She also checks knowledge of word meanings (e.g. ‘artisan’, 
‘craftsman’) and asks if they know the difference between a ‘king’ 
and an ‘emperor’.     
Reading aloud 
Vocabulary work (meaning and 
pronunciation)  
5.    Next, T nominates another student to summarise the 
passage. T tells her that she can look at the book.  
       The student says 5 sentences -- T thanks her.   
Summarising (output)  
6.    C1 is adapted. Instead of asking Ss to frame Wh-questions, 
T asks them Wh-questions based on the reading passage. Ss 
answer.   
 
T then tells the class more about the Taj Mahal. 
Q/A exercise (display 
questions  --checking 
comprehension)  
(controlled output) 
Supplementing the text (input) 
7.  T asks Ss to complete the table (C2). She moves around the 
room and monitors students at work. After a minute, T reads out 






sentences; T accepts multiple answers.  
8.   T explains the exercise (D) and asks Ss to put the verbs in 
correct form. After a minute, she nominates a student to read out 
the passage with the correct forms of the verbs. She corrects 
pronunciation errors (e.g. ‘ascends’) and checks word meanings 
(e.g. ‘lattice’). She reads out the passage herself 
Right form of verbs in context, 
reinforcement of correct 
answers, pronunciation, lexis 
9. T Describes the participants and the theme of the dialogue. T 
reads out the dialogue line by line and asks questions on the 
dialogue. Ss respond.  
Reading comprehension, Q/A 
10.     Then, T asks Ss to write a paragraph on the wonders of the 
world. She advises them to include information from the 
passages (on the pyramids, the Taj Mahal, and the Eiffel Tower). 
As Ss prepare to write, she engages them in brainstorming and 
lists all the points Ss suggest on the board (e.g. name, who built 
it, year, place, why it was built, special aspects, main attractions)   
Ss cannot finish writing as the bell rings. T asks Ss to complete 
writing at home and submit in the next class. 
writing as classwork 
 
brainstorming as preparation 
for writing 
writing as homework 
 
Although it was the last period of the day, there was no sign of fatigue or lethargy on 
the part of the students. The classroom atmosphere was relaxed and students 
participated in all activities with the teacher. They listened, read, wrote and responded 
in chorus to the questions that they were asked and worked on the textbook exercises. 
Nora moved around the room as she spoke and monitored class work.     
Although Nora stuck to the textbook materials for most part of the lesson, implementing 
all the activities from A to E, she made a few adaptations too, as she went along 
following the book. One modification has already been mentioned above in relation to 
activity A where she told a story related to the lesson which is not in the text. For 
activity C which involved reading followed by framing Wh-questions and completing 
sentences, she added a summarising activity. Also, she asked several Wh-questions, 
not in the textbook, to the students to check comprehension, and she added a writing 
task at the back end of the lesson. Thus Nora modified and supplemented the 
materials, which is in line with the recommendation of the NCPD2012 in regard to 




The NCPD2012 suggests the integration of the four language skills. In the post-lesson 
interview, Nora revealed that she tried to touch upon the four skills of listening, 
speaking, writing and reading in the lesson. The brief description provided in Table 9.2, 
however, shows that the focus was mainly on the receptive skills of reading and 
listening as well as language exercise. The activities such as gap-filling, short question 
answer exchanges and sentence completion assessed and reinforced reading and 
listening comprehension. There was very little pupil talk. One pupil was invited to 
summarize the reading passage as seen in Activity 5 in Table 9.2. Apart from this, 
speaking was limited to learners’ responses to questions that aimed to check reading 
and listening comprehension. The writing activity came towards the end of the lesson.      
The lesson is dominated by teacher talk as Nora gave instructions, told stories, asked 
questions, evaluated learners’ responses, and provided explanations. Learner talk is 
limited to responding to teachers’ questions and providing the right answer orally to 
gap-filling and sentence completion activities, which did not require the expression of 
own meanings. The words that pupils used to fill in the gaps and complete sentences 
were mostly borrowed from the reading passage – they did not need to dig into their 
repertoire of vocabulary to complete the activities.   
The analysis of classroom interaction reveals the dominance of teacher’s initiation – 
there was hardly a question asked by the pupils. As seen in extract 1, the teacher’s 
questions were typically followed by short pupil responses. In some cases, the pupils 
could not complete their turns, as the teacher interrupted and finished the turn herself, 
as seen in lines 6-9. Teacher feedback on pupils’ responses was through silence, echo 
or extension. The Initiation-Response-Evaluation/Feedback (IRE/F) exchange structure 
was frequently used, but on some occasions, Nora asked probing questions to extend 
the sequences (e.g. Lines 15, 19). Still, the turns pupils had were very short. The 
lesson was more teacher-centred than learner-centred.      
Extract 1 
1 T: So, who built Taj Mahal? 
2 Ss: Shah Jahan. 
3 T: Who was he? 




5 T: Mughal Emperor, right? What is the difference between en emperor and a king? 
Do you know? No? 
6 S1: A king rules one small portion of the = 
7 T: = One independent state. The king rules over one independent state  
8 S1: And an emperor rules more than one state = 
9 T: =Yes, a group of states are ruled by an emperor 
10 T: And the name of his wife was? 
11 Ss: Mumtaz 
12 T: Mumtaz. She was a Persian princess. Where is Persia? 
13 S: Iran   
14 T: Iran. Iran is called Persia. Ok, so, er that princess became the empress 
[unclear] and then she died at a very early age. She was very much loved by 
Shah Jahan. As she died, Shah Jahan built Taj Mahal as a token  of love for his 
wife, and it is so wonderful and it is a very big architectural structure and 
designs of India, Turkey and Persia all are combined …    
15 T: Have you ever been there? Any of you? Has anyone seen the Taj Mahal? 
16 S1: Yes. 
17 T: You have? (another hand goes up) Oh, you too?  
18 S2: Yes.  
19 T Ok, very good. Can you say something about your experience? How did you 
feel going there? You forget? 
20 S2: [I went there with my parents xxx during school holidays xxx we took photos xxx 
it’s awesome] 
21 T: I hope that we could all go to a place together. That would be nice, right?   
22 Ss: Yes, miss [in chorus] 
23 T: Alright 
  
Overall, the lesson was mostly structured around the textbook material and was tightly 
controlled by the teacher. There was no group or pair work and no learner-learner 
interaction which is recommended in the NCPD2012.  Classroom interaction was 




a question, students responded, and the teacher evaluated the answer often echoing 
the correct answer. She made attempts to integrate the four skills in the lesson which is 
aligned with the principles of NCPD2012. The use of frequent questions helped her 
keep learners involved but pupil contribution to classroom talk was limited to single 
words or single sentences.  
9.2.2 Observation 2 
Date: 08/08/2017  
Grade: 6  
Attendance: 68 out of 74 
Subject: English 2nd part  
The second lesson I observed with Nora was with the same group of pupils as the first 
lesson. It was late afternoon when the class began. It was the last class of the day for 
Nora as well as for the students. The classroom had the basic facilities such as 
benches with desks for pupils, arranged in three columns, opposite a podium in the 
front of the room as well as a white board and markers. However, there were no fixed 
multimedia resources in the room.     
The focus of the lesson was changing sentences from one type to another (from 
‘exclamatory’ to ‘assertive’ and vice versa), a discrete point of grammar mentioned in 
the syllabus for English 2nd part. Nora used her notes during the lesson but did not use 
any books. Sometimes she wrote example sentences and sentences for practice on the 
board. The assessment of learning was through peer checking guided by the teacher. 
Nora provided whole class feedback on student answers. Finally, Nora set homework 
for pupils to be followed up in the next class. The class atmosphere was relaxed. Both 
Nora and the pupils smiled and laughed. Table 9.3 provides a brief description of the 
main activities in the middle column and observer’s comments in relation to the 
pedagogical recommendations of the NCPD2012 in the right.   
Table 9.3: Outline of lesson -- Nora 2 




No. brief comments 
1 T tells Ss that they are going to review previous learning. She 
asks Ss about sentence types. Ss answer in chorus: 
assertive, interrogative, imperative, optative, and exclamatory. 
Ss seemed to know the names very well.  
T asks, “One of them expresses our sudden happiness, 
sorrow, sudden emotion. Which one is that?” Ss answer 
“exclamatory” in chorus. T elicits pupils’ knowledge of 
sentence types. 






2 T tells Ss that they are going to do conversion of sentences. 
She explains that ‘conversion’ means changing sentences 
from one type to another without changing meaning. She 
writes the types ‘exclamatory’ and ‘assertive’ on board to 
show that the class is going to change sentences from 
exclamatory to assertive and vice versa. She writes ‘1. The 
flower is very beautiful’ and asks Ss to change the sentence 
into exclamatory. Many Ss respond together “How beautiful 
the flower is!” 
T then writes another sentence: “2. It is a very nice bird.” T 
tells Ss: “If we find an article before the adjective or adverb, 
we are not going to use ‘how’; we are going to use ‘what’. T 
then asks Ss to change the sentence. Ss reply, “What a nice 
bird it is!” 
T writes “3. The book is very interesting.” 
4. “He is a great fool” Ss giggle as they see the sentence. T 
says “he, not she” and Ss laugh.  





of rules with 
examples 





Fun and laughter 
(relaxed 
environment) 
3 T asks Ss to write as she reads out a number of sentences. 
Ss copy 10 sentences, some exclamatory and some assertive 
ones. T and Ss engage in short exchanges as T reads out 
and Ss write the sentences.  
T gives Ss around 10 minutes to change the sentences. As Ss 
begin working, some leave their seats to talk to her. Many 
students finish in 5 minutes. T asks Ss to interchange scripts 
and mark correct and wrong answers with ‘tick’ and ‘cross’. 
Then, the teacher reads out the original sentence and selects 
a student to give the answer. T repeats the correct answer. Ss 
mark the answers of their peers.   
Short Q/A 
exchanges between 











4 T tells Ss that they must do the exercises in Advanced 
Learner’s Communicative English Grammar & Composition 
page 142 at home. The will discuss the same in the next 
class. 
Home work  
 
The lesson was teacher-centred. There was a lot of teacher talk but much less pupil 
talk. Nora dominated the classroom discourse as she asked questions to elicit pupils’ 
current knowledge of sentence types, gave instructions, provided rule explanations, 
examples and feedback. For the most part of the lesson, pupils took on a passive role 
listening to the teacher and responding to the teacher’s questions. However, pupils 
seemed to be more active during the peer-feedback activity following the ‘sentence 
conversion exercise’ (Activity 3 in Table 9.3). They were seen to be having discussions 
with each other as they exchanged scripts and marked the answers, guided by the 
teacher’s whole-class feedback.  
The lesson revealed explicit teaching of discrete grammar points through isolated 
sentences. The NCPD2012 suggests teaching grammar in context and prohibits explicit 
teaching of grammar; however, the English syllabus mentions a list of grammar points 
and national examinations still include testing pupils on discrete point items. In this 
sense, Nora’s grammar lesson partially conforms to the curriculum. She did not make 
any attempts for pupils to personalise the sentences/structures that they were learning. 
There was no textual or communicative context within which the practice sentences 
would have made more sense.  
The analysis of classroom interaction reveals a disproportionate amount of teacher 
turns. As seen in extract 1, Nora initiated the interactions which were followed by choral 
pupil responses. Nora often echoed correct responses and provided whole class 
feedback. The predominant interactional pattern was I-R-E/F. Unlike in the first lesson, 
Nora did not ask any probing questions to the pupils. The focus was strictly on the 
sentences Nora read out and/or wrote on the board.   
Extract 2 
T:  How many sentence types are you familiar with? Can you name them? 




T: Right. One of them expresses our sudden happiness, sorrow, sudden emotion. 
Which one is that? 
Ss: Exclamatory. 
T: Exclamatory. Ok. Another one is saying normal information or statements. Which 
one is that? 
Ss: Assertive. 
T: Assertive. Ok. So, we are going to deal with these two types of sentences. So, we 
are going to do conversion from Exclamatory to Assertive type. 
Extract 2 reveals that Nora used an expository style of teaching grammar with a lot of 
‘focus on forms’. Nevertheless, she frequently asked personal questions which helped 
her to check if pupils understood the meanings of the sentences that she was reading 
out for them to manipulate from one type to another, as shown in extract 3: 
Extract 3 
T: Next one. If I could be a child again. 
T: You really wish to be a child again? 
S1: [Yes 
S2: [Yes and no! [laughs] 
T: I wish I could. 
T: Ok, next… 
9.2.3 Observation 3 
Date: 23/08/2017  
Grade: 6 (section A) 
Attendance: 65 out of 74 
Subject: English 2nd part  
The third lesson I observed with Nora took place late in the afternoon with the same 
group of pupils. It was held in the same room designated for pupils of grade 6, section 
A. The focus of the lesson was ‘Essay Writing, which together with ‘application writing’ 
comprises the ‘Composition’ element of English 2nd part. Nora did not set up multimedia 




for the writing task. Table 9.4 provides a brief description of the main activities in the 
middle column and the observer’s comments in relation to the pedagogical 
recommendations of the NCPD2012 in the right. 
Table 9.4: Outline of lesson -- Nora 3 
Activity 
No. 
Description of the activity Lesson aims and 
brief comments 
1 T writes ‘The Rivers of Bangladesh’ on the board. She asks a 
series of questions to Ss about the rivers they know, the 
benefits of having them, the role they play in Bangladeshi life 
and culture. Ss respond with many points. This is a brain-
storming activity done as preparation for the writing task that 
follows.       
Whole class Q/A 
(open-ended) 
2 T draws an outline of the essay using the points Ss mention. 
She elaborates on the points Ss mention as well as adds 
some points herself.  T asks them if they will be able to write 
an essay on the Rivers of Bangladesh. T breaks the task 
down into three parts (i.e. contributions of the rivers, miseries 
they bring, how we can take care of the rivers) and assigns 
each column of pupils one part, so pupils had to write one part 
of the essay.   
A student asks how many words she should write – T says 
there is no word limit, “Write as much as you can.” 
Ss start writing. Some are seen discussing with others as they 
write.  T moves around and monitors.  
 







3 After Ss finish writing, T asks them to volunteer to read out 
what they have written. Three pupils from each of the three 
columns read out their parts. T thanks all. Ss clap after every 
pupil finishes reading.       
T tells Ss that they have to write the entire essay at home and 





Like the previous lessons, this lesson too was teacher-centred. As Table 9.4 illustrates, 
Nora made all the decisions herself regarding the choice of topic, the sequence of 
activities and the scope of pupils’ contribution. No materials were used for the lesson. 




facilitated and extended pupils’ contributions, and provided details during the brain-
storming Q/A session (Activity 1, Table 9.4) and oral discussions (Activity 2, Table 9.4).    
There was much more pupil talk in the third lesson than in the first and the second 
lessons. Nora asked many open-ended questions about the rivers of Bangladesh, and 
pupils took the opportunity to respond. On many occasions, Nora asked probing 
questions and thus extended the traditional I-R-E/F exchange structure between 
teacher and pupil, as extract 4 reveals (e.g. turn 14-21). Still, Nora did not wait long 
enough for pupils to complete their turns. Most of pupils’ contributions were single 
words; full sentences were less common. Nora took many long turns (e.g. 1, 11, 13, 25) 
but pupils took very short turns in comparison.  
Extract 4 
1 T: So, what is the influence of this river on our life? In our life er on the economy or 
other things? We will point out some things here; then we will write. It would be 
easier for us, right? So what are the influence[s] in our life of the rivers? How is 
it helping us, or what is the influence of rivers in our lives? 
2 S1: Rivers are good for transportation of goods.  
3 T: Ok, Transport, ok,  
4 Ss: [unclear, as many pupils speak at the same time] 
5 T: One by one. Ok?  
6 Ss: [Again many voices heard] agriculture… [some said] fish … 
7 T: Fish. We get fish. The main source of protein, right? 
8 S: [unclear] 
9 T: for transport for business yes communication is easier. Then what else? 
10 S2: Agriculture 
11 T: Agriculture. Yes, very important. How does river help our agriculture? Do we 
sow seeds in rivers? 




13 T: We use the water. That is, irrigation. We can also store the river water for the 
dry season. In our winter in Bangladesh, the rivers are almost dried up and we 
have less water and we can store water for the crisis. Right? OK. What else? 
14 S3: Climate. 
15 T: Climate? Can you explain? Can you tell us something about it? 
16 S3: Because of the rivers, when the rains er the day is hot= 
17 T: =When it’s very hot  
18 S3: it vapourises the water and forms clouds and= 
19 T: =it vapourises the water into clouds, then? 
20 S3: and when it’s too hot it rains [and… 
21 T: [It rains and we are cool now. Wow! Ok, thank you, Prativa. Sit down. Anything 
else? 
22 S4: Recreation? 
23 T: Recreation. Ok. Can you explain? 
24 S4: Yes. [unclear] sports [unclear] 
25 T: Yes, many type of games and other things that happen near the river we can 
enjoy. We can go er with the launch and ships to another [unclear] for social 
recreation. 
There were three pupil turns that stretched beyond a sentence without teacher 
interruption. The turns came after the writing was finished when Nora selected three 
pupils from three different columns to read out what they had just written. The three 
pupils, as mentioned above, had been asked to write on three different aspects. Extract 
5 reveals a long turn by one of the three pupils:   
Extract 5 
T: Now, about disadvantages. Who will volunteer? Ok, you [nominates one] 
S: [starts reading] Rivers of Bangladesh. Bangladesh is a riverine country. It has 
many rivers.   The main rivers= 




S: Rivers in our country gives us so many advantage and also gives us some 
disadvantage in the same time. Sometimes due to heavy rainfall, the rivers are 
filled up, so flood creates in our country. Flood is very disturbing; many people 
are badly affected by flood. As there is a lot of water, they are affected by many 
diseases. When the river overflows it destroys the crops of this country, so 
crops of the country gets damaged. As a result, it creates huge problems for 
use. 
T: Ok, thank you. Now, from this side, how can we can take care of our rivers… 
The focus of the lesson was ‘writing an essay’ which is a common test item in the 
secondary English curriculum. Unlike the second lesson where nearly every activity 
was straight out of the textbook, Nora did not use any materials for this lesson. She 
used her and pupils’ existing knowledge of Bangladeshi rivers and their role in 
Bangladeshi agriculture, fishing, social and cultural lives to come up with ideas for the 
essay. There was no group or pair work. During brainstorming, Q/A, and discussions, 
pupils seemed focused and motivated to speak and write. Nora provided modifications 
and corrections as pupils spoke, sometimes interrupting them in the middle of a turn. 
Pupils seemed used to such interruptions, and to their and teacher’s roles in a lesson.    
9.3 Discussion 
In this section, I bring together transcript analysis data and interview data to shed light 
on Nora’s beliefs and practices and how they relate to the recommendations of the 
NCPD2012. 
9.3.1 Classroom environment and relationship with pupils 
In all three observed lessons, Nora made attempts to create a relaxed classroom 
atmosphere. She was heard empathising with the pupils as they had to attend many 
classes amidst heat and humanity. Nora believes that teachers have a responsibility to 
make sure that pupils are attracted to the lesson first:   
When I began teaching, I was lacking in experience. But over the years, I have 
learned a few things; for example what I can say to make pupils happy, what I 
can do to make the lesson interesting. I have seen that they like it when I tell 
stories…they smile. Today I had a class before this one….As I had stepped into 
the room, I found that they looked totally bored and exhausted. So I told them 




what they felt like doing in such weather, if they would like to do what I used to 
do when I was their age.  The I told them the many crazy things that I would do 
such as getting wet on the way home from school, the games I used to play with 
friends, the pranks…pressing calling bells in neighbours houses and running 
away…As I was telling all this a few hands would go up and they would speak 
up their minds. When I do all this it reduces the distance or gap between us. 
(NN_int3: 25-36) 
Her emphasis on pupils’ enjoyment and less distance between teacher and pupils 
correspond with the recommendations of the NCPD2012.  Nora holds a positive 
attitude to students and their abilities. She thinks that she is friendly and caring, so 
students approach her when they have any personal problems. During an interview, 
she recounted an incident involving a pupil’s mother. The girl called her on her phone 
during a family crisis and how she guided her to give first aid to the student’s mother. 
She pointed out that her students see her as a role model and therefore she does not 
let her students see when she is tired or unhappy herself. Instead, she tells them 
anecdotes and stories to remove their fatigue and to motivate them for the lesson. She 
believes that children, just like elders, enjoy listening to stories. Also, she thinks 
teachers should not say anything that might discourage pupils: 
I think teachers should not cross the line …yes, teachers have to monitor 
certain things, but they should not use language that might hurt a child. You 
never know, we have to give them hope that they can succeed, give them the 
guidance that they need. Even those who fail an exam, we should make them 
understand that it is because of the situation they are in [that they failed] and 
that they can do well next time. (NN_int1: 27-32)   
However, her teaching practices diverged from the curricular recommendations with 
regard to the use of multimedia. She believes that multimedia can be useful as an aid 
to teaching but does not use them herself:  
Multimedia is certainly very helpful, I think, particularly for children. It works in 
classes with younger pupils, because they like it and feel excited by it. They pay 
more attention than when I use the board….We use the multimedia sometimes. 




Despite the many advantages of using multimedia that Nora mentions, she does not 
use them regularly because her classrooms do not have them. In order to use them, 
she will first need to set things up. Another issue she mentions is pressure on her time:  
If I use the multimedia, I have to prepare the presentation slides and stuff, but 
where is the time? Today I had five lessons….we are too tired teaching so 
many classes. (NN_int3: 66-68) 
It is interesting that she thinks multimedia would put more pressure on her workload, 
because using the media can actually give her some respite from having to read out 
and write things on the board. Also, she is probably not used to ‘Shikshak Batayan’, the 
online platform for teachers to share materials. It is interesting that the second 
participant from the rural school (Borhan in Chapter 7) was using multimedia 
successfully, while Nora, who is based in an urban school, finds it hard to use the 
multimedia.  
9.3.2 Exposure to target language input 
Nora thinks that her pupils get plenty of exposure to target language input, as all 
teachers at her school (except Bangla teacher) speak in English. She speaks English 
all the time because she believes that pupils should have maximum exposure to L2 
input. She supports the school policy that requires teachers of all subjects to use 
English in the classroom.  
Of the two textbooks that the new curriculum prescribes, she uses the EFT, the one 
that covers the four language skills. She supplements the book with additional 
information about the reading passages, because she thinks that her “pupils are 
curious to know more. She collects the details and information from books and the 
Internet using the Google search engine. However, she does not find the EGC book to 
be suitable as it does not contain many exercises. Like other English teachers at her 
school, she uses the Advanced Learner’s Communicative English Grammar & 
Composition (Chowdhury & Hossain, 2017).    
Pupils also receive input from her during the lessons, as she explains, reformulates, 
extends pupils’ responses and provides feedback to pupils. Unlike teachers in School 1 




personal questions to relate the materials to pupils’ lives and experiences, and told 
them anecdotes and stories.       
9.3.3 Opportunities for output 
One of the aims of the NCPD2012 is to develop pupils’ ability to communicate in real-
life contexts (Ministry of Education, 2012). Pupils need to have opportunities to speak 
and write to develop this ability. Nora believes that pupils should be given opportunities 
to participate in lessons: 
I want to activate pupils’ brains. If I continue to provide inputs all the time, if I tell 
them everything, where will their participation come from? I consider it my 
topmost priority to provide them something to think about, and to get some 
output from them. (NN_int2: 46-49)   
The analysis of lesson transcripts reveals that Nora provided pupils with many 
opportunities to produce output in speech and writing in all the lessons. In the first 
observed lesson, Nora mostly asked display questions based on listening and reading 
texts to which pupils responded orally. They also completed incomplete sentences 
provided in the textbook. Pupils’ responses were therefore guided and controlled rather 
than free. In the second lesson, pupils’ output was mainly in the form of sentences that 
they changed from one type to another which did not require any communication of 
meaning. In the third lesson, Nora provided pupils with many more opportunities to 
produce output by asking them open questions about the contributions of rivers to 
Bangladeshi life, economy and culture. She then asked pupils to compose a part of the 
essay in class and set a writing homework. Pupils produced much freer and longer 
output in the third lesson.   
Still, as we noticed in section 9.2 above, most pupil responses were single words or 
expressions shorter than a sentence. If Nora had waited longer or encouraged them to 
speak in sentences, it is likely pupils would have produced complete sentences and 
longer utterances as outputs.    




One of the key principles of the NCPD2012 is classroom interaction between teacher 
and pupils as well as between pupils. Nora believes in learner participation and 
teacher’s interaction with the pupils:  
When it comes to my teaching approach, I don’t have any hard and fast rules. 
What I do is I keep in mind that pupils will have 70% of the participation and 
teacher 30%. They will speak more than me. They will speak a lot and 
participate. I follow that. (NN_int1: 269-272) 
Although learner involvement was seen throughout the lessons, lesson analysis reveals 
a dominance of teacher talk.  Teacher took long turns, gave pupils short turns and often 
stopped them during their turns. She asked ‘probing questions’ but only occasionally 
so. Also, despite her efforts, it was not possible for Nora to engage all the pupils in 
class. Nora reports that she finds it hard to involve pupils on a day to day basis due to 
large class size and limited time. She counters this problem by selecting different pupils 
to speak in different classes thus giving everyone a chance to be involved. Another 
respect in which her teaching practices diverged from the curricular recommendations 
was with regard to group work and pair work, although she is aware that such work is 
recommended. She reports of occasionally using pair work, but generally she avoids 
group work: 
I do use them… sometimes, but what happens is that pupils have a tendency to 
gossip; they tend to gossip more than do the task. This creates noise, and it 
disturbs other classes as we too many students. (CS_int1: 305-307) 
Nora thinks pair work is manageable, but group work requires moving furniture which is 
not a viable option, since other teachers after her will have to move them again.  
9.3.5 Grammar teaching 
The NCPD2012 has asserted that grammar should be presented “within real life 
contexts” and “in meaningful contexts” (Ministry of Education, 2012, p. 39) but the 
syllabus content for English 2nd part mentions discrete grammar items such as tenses, 
the passive voice, the direct and indirect speech, modals, infinitives, gerunds and 
participles. The curriculum matrix mentions test items such as gap-filling, error 




syllabus and the test format rather than the pedagogical approach mentioned in the 
NCPD2012.   
Nora’s grammar teaching approach, as described in 9.2.2, reflects the ‘focus-on-forms’ 
approach. The main activity of the lesson revolved around form manipulation where 
sentences were presented without context and changed from one type to another 
without any purpose except for the sake of the activity itself. On the day I observed her 
grammar lesson, Nora had taught 4 classes. The lesson was her fifth out of a total of 7 
periods scheduled for the day. That is, she only had two periods off. She was tired and 
she knew the students would be tired, too. But she did not want to transmit her 
tiredness to students, so she made fun during the lesson. She pointed out later in an 
interview that pupils in general have ‘grammar phobia’. They also experience ‘boredom’ 
in grammar classes. To lighten their mood and to help them relax, she often asked 
personal questions to students and made funny remarks.  
9.3.6 Integration of skills and continuous assessment 
Nora believes that learners should be proficient in all four skills. At her school, all 
teachers have been instructed by Assistant Head teachers to focus on the four 
language skills. The analysis of lesson transcripts suggests that teaching practices 
touch upon the four skills. As discussed in 9.2 above, the listening and reading skills 
were focused on in the first lesson, grammar in the second and writing in the third. 
There was no dedicated speaking activity, but pupils spoke in all three lessons during 
brain-storming for writing, and when they responded to the teachers’ questions 
following listening and reading. Writing is also done as a home work activity.    
Contextual constraints pose challenges in integrating the skills. Nora says that she 
cannot engage all in speaking in the same class due to large class size; there are also 
shy pupils who do not volunteer to speak. Nora has a strategy to deal with these 
challenges. She identifies the shy students and makes them speak in front of the class. 
Those who do not get a chance on a particular day are given the opportunity to speak 
in the next day.   
Lesson observation and interviews reveal a variety of measures that Nora adopts to 
provide ‘formative feedback’, a feature of the new curriculum. Nora reports that 




are class tests, and marks for home work. Like the other English teachers at her 
school, Nora arranges listening and speaking tests:  
For speaking, I announce in class that from next class your speaking test will 
start. Any class I can take* your test. Take preparation. When I get some time 
after my classes…say, for example, today these five pupils, next day maybe 10 
pupils. I do it like this. Sometimes I do it in the regular class…it takes three 
classes. For listening, a date is fixed; if anyone misses it, they miss it. If anyone 
misses the speaking test, they can do it another day. (NN_int4: 27-32) 
She also believes that the teacher should check comprehension during a lesson. She 
does it by asking students; she also asks pupils to raise their hands, if they have a 
question. She pointed out that during the observed lessons, some students left their 
seats to go to her to ask questions. 
Nora reported that she provides oral as well as written feedback on pupils’ writing and 
speaking. When she cannot look at students’ class work copies, she asks Prefects to 
collect them and return to the teachers’ room. She usually checks these copies during 
off-periods. When she is pressed for time, she makes students check each other’s 
copies. She believes that learners benefit from peer-checking activities as they can 
learn from each other’s correct as well as wrong answers and become aware of their 
own learning. However, since her students are still very young, she cannot be sure if 
they mark the scripts properly, so she discusses the answers with the class before 
asking pupils to mark each other’s scripts. She, however, admits that she cannot 
provide individualised feedback to pupils because of her heavy workload.  
9.4 Conclusion 
Nora’s stated beliefs are in alignment with the pedagogical recommendations of the 
NCPD2012. She believes in a positive enjoyable and relaxed classroom atmosphere, 
motivating pupils to achieve better outcomes, the usefulness of multimedia, the need to 
supplement materials, the need to provide pupils with opportunities to speak and write, 
focusing on the four skills, and providing formative feedback. Her teaching practices are 
to a large extent consistent with her beliefs too. She used stories, anecdotes to make 




materials, covered the four skills and provided some feedback on pupils’ oral responses 
and written work.   
However, there are ways in which her teaching practices diverge from the suggestions 
of the NCPD2012. First, she taught grammar explicitly without much context. Second, 
she asked few ‘referential’ questions compared with ‘display’ questions. Third, she did 
not use group/pair work. Fourth, although Nora believed her pupils spoke much more 
than her, in practice pupils had fewer and much shorter turns than her. Most of her 
lessons can be categorised as what is called ‘transmissions pedagogy’ rather than 
learner-centred and interactive pedagogy.    
The divergences can be explained with reference to the examinations, contextual 
constraints and her beliefs and perceptions. Regarding grammar teaching, explicit 
teaching of discrete grammar points is clearly the result of discrete point testing of 
grammar. Her reluctance to give group work and her perceived inability to engage 
pupils more in discussions can be attributed to large class size. The lack of multimedia 
use can be attributed both to practical difficulties of carrying them to the classroom and 
setting them up as well as her perceived difficulties with the preparation of materials. It 
is possible that she would be more willing to use multimedia if the slides are provided to 
her. Regarding limited pupil talk and the overuse of display questions, it is likely that 
she is not aware of this aspect of her teaching. Further training involving transcript 
analysis of classroom talk and interaction might prompt her to shape her teaching 




CHAPTER 10: CROSS-CASE ANALYSIS 
10.0 Introduction 
This thesis set out to investigate the beliefs and instructional practices of four 
Bangladeshi secondary English teachers in relation to the revised national curriculum 
that emphasizes learner-centredness, active learner participation, interactive teaching, 
and presentation of grammar in context, among other teaching ideas. This chapter 
presents a cross-case analysis pointing out similarities and differences across the 
case-study participants. The analysis is organized around the six themes derived from 
the analysis of the NCPD2012, which are discussed in Chapter 5. The findings are 
compared and cross-checked with data derived from a group interview held with 
teachers from a third school.   
10.1 The case study participants and the NCPD2012 
The four case study participants worked in two different schools which had both 
similarities and differences. As discussed in the Case Study chapters, the two teachers 
at the urban school had subject-specific qualifications (BA in English) and their pupils 
reportedly had higher proficiency in English compared with the general student 
population in Bangladesh. The two teachers at the rural school, on the other hand, did 
not have subject-specific degrees and they perceived their pupils as having average 
proficiency levels in English. These differences aside, there were many similarities 
between the school contexts in which the four teachers worked. All of them taught large 
classes with basic facilities as few classrooms had multimedia and other equipment. 
They reported heavy workloads and being paid modest salaries. Under the uniform 
national curriculum, all teachers were provided with the same teaching materials and 
they were all supposed to prepare pupils for the same revised national examinations. 
All of them considered their training to be inadequate. The context in which the 
teachers in the group interview worked had some similarities with the urban school and 
some with the rural school. The school was situated on the outskirt of the capital city, 
teachers had subject-related degrees (like the teachers in the urban school), the pupils 
had average proficiency in English (like the rural school) and classrooms were large 




The case study participants’ beliefs and practices are compared and discussed below. 
Although generalizing the findings is not an objective of this qualitative study, in order to 
cross-check the findings of the individual case studies and to add strength to the 
conclusions I draw, the data from the case study teachers were compared with the 
reported beliefs and practices of the group interview teachers from a third school. The 
discussion is organized around the six themes of the thematic framework developed for 
this study (see section 5.4) and is presented in sections from 10.1.1 to 10.1.6.  
10.1.1 Classroom environment and learners as individuals 
The NCPD2012 recommendations in relation to classroom environment were to a large 
extent in line with the teachers’ beliefs and practices. All the case study participants 
believed that pupils should feel at ease in the classroom. They stressed the importance 
of a relaxed classroom atmosphere where pupils will have no fear or hesitation. They 
agreed that teacher-pupil relationships should be friendly with respect shown for the 
teacher. None of the teachers in the observed lesson used any abusive or harsh 
language. Apart from Arhan, from the third school, none reported using corporal 
punishment or verbal abuse. The group interview participants in general agreed that the 
relationship should be friendly. Akram, for example, believed that learners are not going 
to be engaged in the lesson if the teacher is not friendly.  
However, all the teachers believed that their pupils would behave noisily if teachers 
were ‘too friendly’. They were concerned that they might lose control of the class. 
Farhan believes that he is very strict as a teacher and he establishes control through 
mild threats and authoritative language. He, however, praises students when they show 
they are attentive and interested in learning, particularly when they ask and respond to 
questions. Arhan says that he does not believe in physically punishing students 
because, in his experience, it does not work with all. For him, mild rebukes should be 
enough to maintain order.  He believed strong moral education is needed for ensuring 
proper classroom conduct and parents and families should take primary responsibility 
for instilling such values in their children. Arhan says that he sometimes punishes 
students by “mildly hitting them with the duster when they cause disturbance to the 
lesson” (Arhan_Group_Int 1). Thus, there was some tension between teachers’ need to 




With regard to the use of ICT and multimedia, the teachers generally agreed that 
multimedia were useful for teaching and learning, but they reported using them 
‘occasionally’.  None of the teachers, except Borhan, used multimedia in the observed 
lessons. Borhan seemed to be the only one with a positive attitude to the use of digital 
technologies. He reported collecting materials from the Internet and used some in two 
of the observed lessons. The group interview participants mentioned that teaching aids 
such as multimedia and audio players are necessary for a proper classroom. Akram, for 
example, believed that multimedia and other equipment draw learners’ attention and 
makes teaching effective, but he could not use them often because of the time it takes 
to set things up. There were two reasons for which teachers seemed reluctant to use 
them: the paucity of ICT resources in the schools, and the difficulty involved in carrying 
and setting them up in the classroom.  
As regards the other category under this theme, the case study teachers revealed that 
they were partially able to cater for learner differences. Their interpretation of ‘individual 
differences’, however, revealed a limited notion of ‘learner differences’ in that they 
interpreted differences in terms of varying proficiency levels in English rather than in 
terms of differences in interests, learning styles, and strategy use. All case study 
teachers reported that they ‘kept an eye’ on pupils’ progress and on any problems they 
were facing, but they also reported that they were unable to address their individual 
needs due to the large class size. The teachers in the urban school reported that the 
‘speaking tests’ they have in their school allow them to find out about the pupils, their 
family situations and any emotional issues they might be having. Nora said that she 
was accessible, and that pupils contacted her over the phone if they had any serious 
problem. During one of the interviews, she expressed her concern for them because of 
the heat and humidity at the time. If it was the last lesson of the day, as she reported, 
she told them stories and other warm up activities to motivate them. All of them 
reported using a variety of activities but there were differences in the activities they 
used. Mufakkhirul reported using debates, but it was not done very often (two debates 
in two terms over a year). He asks pupils to sing songs when it is too hot and humid to 
concentrate on studies. Borhan said that he does not do debates or songs in class; he 
prefers to use the multimedia along with word games and puzzles. Shuvra reported 
using debates and competitions to motivate pupils, and these were in evidence in two 




urging pupils to speak, and not to worry about errors/mistakes. Shuvra believed that 
explaining the rationale for any activity makes pupils pay more attention which she did 
in all her observed lessons. When asked how they dealt with different learners, the 
teachers in the group interview mentioned strategies they used to deal with ‘weak’ and 
‘strong’ students, which indicates that they interpreted differences in a particular sense 
in relation to learners’ proficiency levels, as did the case study teachers.    
10.1.2 Exposure to target language input 
All the case study participants believed that the major source of language input for their 
pupils is the textbooks. However, there were differences in the way they evaluated and 
used the prescribed books. Both Mufakkhirul and Borhan considered the prescribed 
EFT materials as ‘adequate’. Both reported teaching to the test and being selective in 
using the content and the activities. Their choices were guided by the requirements of 
the exams, as both reported leaving out poems and communicative activities which 
were ‘not useful for exams’. They generally evaluated the EFT books positively. 
However, they were not happy with the prescribed EGC series and reported 
supplementing them with the ‘popular’ grammar book titled Advanced Learner’s 
Communicative English Grammar & Composition by Chowdhury and Hossain (2017). It 
was because, as they both reported, this book provides more grammar exercises than 
the EGC books. Overall, the two teachers from the rural school evaluated and used the 
prescribed materials in ways that suggest that the materials served the purposes of 
exam preparation in their classes much more than they facilitated the pupils’ language 
skills development.   
Unlike the teachers in the rural school, the two case study teachers in the urban school 
did not think the EFT book was adequate at all. They were not satisfied with the EGC 
books either and used supplementary materials for both EFT and EGC. It appears that 
the teachers’ evaluation of the prescribed books is linked to their perception of pupils’ 
proficiency levels and the examination format. Both Shuvra and Nora thought that their 
pupils were ‘good’ in English and the books did not present suitable language or 
activities. In contrast, Mufakkhirul and Borhan considered EFT as adequate because 
they perceived their pupils as low-proficiency learners and did not want to use content 




their pupils used the Internet for information and ideas while doing their writing 
homework. The teachers in the rural school did not mention use of online resources by 
their pupils.     
Participants in the group interview too differed in their evaluation of and attitude to EFT. 
Mahmud, for example, evaluated the book positively. He appreciated that the contents 
and activities are, as he believed, based on ELT research and the principles of CLT. He 
pointed out that the inclusion of pictures, maps and charts, and contents such as 
gender equality make the book a good one for his class. Akram felt that the current 
version of EFT is better than the previous coursebooks used at schools in terms of 
activities and carrier content. He believes that topics such as patriotism, the lives of 
famous personalities, and friendship are very much relevant to students’ lives, and 
therefore he believes that his students can understand and relate to the texts. Another 
participant, however, did not like the book since the reading passages seemed like 
information texts to him: “I get the feeling that students are only learning information 
through the texts, information about discoveries and scientific invention, solar 
systems,…but they are not learning language.” (Kaiser_GI, 1). Other weaknesses 
identified by participants include a lack of alignment between activities in EFT and 
exam formats. Mahmud, the most senior teacher in the group, reports that he is aware 
of the suggestion in the NCPD2012 that literary pieces should be used “for enjoyment 
and language learning” (p. 74) but he is critical of the fact that the literary pieces do not 
appear in the exams. Mahmud identified some adverse effects: “Students do not get 
interest as there are no stories, students just want to pass, some want to get a good 
grade maybe, but not to develop their understanding and capacity … the opportunity to 
get learners imaginatively engaged (through literary texts) is lost….” (Mahmud_GI, 1). 
This observation was corroborated by Farhan who candidly stated, “I am very practical. 
If it is not useful, I don’t teach it” (Farhan_GI, 1). These comments highlight the strong 
influence of examinations on the way teachers approach using the materials.   
Like the case study participants, the teachers in the group interview were unanimous 
that the EGC book is not suitable for the classes and exams. One perceived weakness 
was that it had few exercises, and the content did not cover the exams. They had to 
resort to the popular grammar series Advanced Learner’s Communicative English 




plenty of exercises. Farhan reports that he uses his own notes for teaching grammar 
that he has compiled using past question papers and available grammar books. Again, 
their rationale for choosing supplementary grammar books suggests that they judge the 
value of the materials in terms of their relevance to the examinations rather than their 
role in providing rich language input and activities for developing pupils’ communication 
skills.    
Regarding supplementary materials, NCPD2012 states that there will be provisions for 
using supplementary materials for developing reading skills. Participants, however, 
were in confusion as to what these are and where these would be from. Mahmud, for 
example, expected supplementary materials to be supplied by the Ministry when he first 
came across the curriculum document in training. He thought that either graded readers 
would be supplied or at least some references would be mentioned. He is frustrated 
that no references have been mentioned by the authorities. He had also thought some 
supplementary readers would be published by private publishers but did not find any on 
the market. Teachers at this school reported using volumes of model tests which they 
find useful for exam preparation. One participant argued that teachers themselves were 
like books and therefore their classroom talks made up for supplementary materials. 
Thus, there was a clear lack of direction in teachers’ understanding of the role of 
supplementary materials. It also brings to the fore the failure of the Ministry of 
Education in providing help and direction to the teachers.  
Teacher talk can also be a source of target language input. Three of the case study 
teachers shared the view that teachers should use English as the medium of instruction 
because pupils will receive more target language input from teacher talk if they did that. 
Shuvra and Nora, teaching at the urban school, believed in providing plenty of L2 
exposure and followed the school policy of English as the medium of instruction. Their 
practices were consistent with their stated beliefs. Both of them used English as the 
medium of instruction and their use of Bangla was limited to a few occasional 
expressions. Nora, as seen in the observed lessons, provided a good deal of language 
input through her teacher talks linking the textbook activities to pupils’ own lives. 
However, Borhan from the rural school, provided a different perspective: he believed 
that his pupils would not understand him if he used English all the time. While 




the time. When Borhan used English or read from the EFT textbook, he provided 
translations in Bangla. Lesson analysis in the case study chapters revealed that Borhan 
used ‘code-mixing’ much more than Mufakkhirul, his colleague from the same school. 
When asked to provide a rationale for his belief and practice regarding L1 use, he 
explained that his pupils would not understand the texts and his talk if he used English 
all the time. He saw it as his responsibility to make pupils understand the reading 
passages and the questions, and for him L1 use was the preferred strategy for making 
the text input comprehensible. The three other teachers argued that they used various 
strategies such as the use of synonyms and explanations, to aid the comprehension of 
input, and used L1 as the last resort.   
10.1.3 Opportunities for output 
All the participants reported during the interviews that they gave pupils plenty of 
opportunities to speak (and write) but lesson observations reveal that teachers 
dominated the lessons with little scope for pupil talk. As seen in Chapter 6, Mufakkhirul 
mostly asked closed questions based on the reading texts, used the textbook dialogue 
as a script through a mechanical reading aloud activity without any adaptation, and the 
writing task he gave to pupils was guided and tightly controlled. There was little 
opportunity for pupils to try out their existing knowledge for self-expression. Borhan 
from the same rural school asked many questions but the aim was to check 
comprehension. Wait time was very short and pupil responses were very short too (see 
Chapter 7). He showed pupils pictures related to the texts prior to a reading activity, but 
he mostly used them as a strategy for topic introduction -- pupils were asked to identify 
the people and the place in the picture but they were not invited to describe them. 
Thus, pupils were denied opportunities for using the target language meaningfully. The 
writing activities that were observed in the lessons by the two teachers in the rural 
school revealed little or no engagement with the writing process. Writing involved 
memorizing sample essays, paragraphs, and so on provided in ‘guide books’. There 
were some differences in the practices of the two teachers in the urban school. The 
pupils there got more opportunities for longer and freer responses. As discussed in 
Chapter 7, Shuvra allowed a few pupils relatively long turns in two of the lessons. 
Nevertheless, class time being limited the majority of the pupils did not get a turn to 




to plan a response. She did not utilize the picture description activity very well. Nora, 
the other teacher from the urban school, provided relatively many more opportunities to 
the pupils to produce output in response to the reading and listening texts. In the writing 
lesson, Nora asked more open questions to which the pupils produced free responses. 
Still, she used short wait time and most pupil responses were single words or short 
sentences. She mostly asked closed/display questions, asked fewer open/referential 
questions and most pupil responses were guided rather than free. However, 
competition and challenge were used in the urban school which was not seen in the 
rural school. The differences can be attributed to the teachers’ perceptions of the 
pupils’ current proficiency levels and their needs.  The rural teachers perceived their 
pupils as ‘weak’, had low expectation of them and adopted activities that presented little 
cognitive challenge.  
The reported teaching practices in the third school aligned more with those in the rural 
school than in the urban school. The group interview participants reported focusing on 
all four skills of reading, writing, listening and speaking along with grammar but differed 
in the ways and the extent to which they allowed pupils to speak and write. Farhan 
candidly reports that he does not focus on listening and speaking, as there is not much 
time. He says that he teaches the textbook dialogues in the same way as he does the 
reading passages, using them for comprehension and language exercise rather than 
language production. Akram, however, states that he tries to help learners develop 
speaking skills by acting out the dialogues and giving short presentations: 
I expect students to be able to speak for a few minutes on a topic starting like 
My name is …I am a student of …. Thank you teacher for giving me the 
opportunity to say something. Today I am going to speak on a …  that’s enough 
(Akram_GI, 1) 
The above quote reveals the limited scope for actual communication of meaning during 
speaking. The purpose for this, as he argues, is to get learners to overcome the 
problem of being tongue-tied. Although one of the stated aims of NCPD2012 is to help 
learners in “using English language appropriately” and “in real life situations” (p. 36), 
teachers at this school had much lower expectations from the speaking activities. As 
regards teaching writing, participants reported that students “learn” sample paragraphs, 




provided in the books made available in the market by private publishers. This practice 
was observed in the rural school too. They, however, pointed out that some students in 
their class are capable of “writing on their own” which the teachers support by giving 
feedback and correcting any errors. But they do not ask all students to write on their 
own because they believe they make too many mistakes and would be in danger of 
getting very poor marks, if they attempted the same in public examinations. In their 
experience, students who memorise sample answers get higher marks than those who 
write on their own. Thus, the centrality of exams in the education system, the desire for 
better grades and pupils’ perceived weakness in English emerged as constraints on the 
way teachers approach student writing in this and the rural school.    
10.1.4 Classroom interaction 
Although the NCPD2012 emphasises pair and group work in the classroom, there was 
very little collaborative work seen in the lessons. All the observed lessons exhibited 
teacher control of classroom interaction and discourse: teacher initiation of talks 
followed by pupil response and teacher feedback and evaluation (IRE/F exchange 
structure). Exceptions were less frequent: pupils occasionally asked clarification 
questions, but there were few probing questions from the teachers and little or no 
extension to pupil responses. Teachers provided scaffolding as pupils attempted to 
answer teachers’ or textbook questions, but generally teachers were satisfied with short 
phrase-length answers consisting of one or two words. Teachers did not push pupils to 
produce sentence-length answers or extended discourse and IRE/F sequence was 
dominant throughout the lessons. In the rural school, in particular, the analysis of 
classroom discourse revealed low cognitive engagement of the pupils.  
Like the case study participants, most of the group interview participants were reluctant 
to use group and pair work in class. Since their classes were not observed, it is not 
possible to comment on their classroom interaction, but during the interviews they gave 
reasons for not using ‘group or pair work’ in the classroom. One reason given was that 
group work creates ‘noise’ and that gives the wrong impression about the teacher. 
Farhan quotes other teachers in the school who reportedly believe that a good teacher 
is one whose class is ‘the most quiet’. He also observes that a quiet class is seen as 




regard, Kaiser shared an unfortunate incident he faced after using ‘group work’ in his 
class when he fell out with a colleague who complained of ‘noise’. Kaiser, however, is 
convinced that group work is necessary for active learner participation in class. He 
believes that on the few occasions when he tried group work, it worked. However, his 
fear of potential trouble with colleagues and authorities stops him from using group 
work as a regular activity. Thus, teachers’ concern for discipline and a quiet 
atmosphere seems real and justified. Participants also reported practical difficulties in 
organizing group work. According to Akram, doing group work would require moving 
furniture and wasting time. Besides, he has a worry that other teachers teaching in the 
same classroom after him may not like the rearranged seating. There was a tone of 
helplessness when he said “… the classroom is not just for me. There are other 
teachers.... I am not the owner, [so] I cannot change [the seating arrangement]”. For 
Farhan, the problem seems to lie in the proficiency gaps and mismatches among 
learners which renders group work ineffective. According to Mahmud, the main 
obstacle to groupwork is pupils’ poor speaking skills. He reports trying group work 
occasionally, but he thought that it did not work: 
I form groups without moving furniture just by asking students to turn around to 
face other students sitting behind….but it doesn’t work. They do not know any 
English except ‘I love you!’ Yes, they know a few English expressions, but they 
cannot use English during group discussions. They actually chat in Bengali 
[during group work]. Where is the point? (Mahmud_GI, 1) 
Mahmud clearly views pupils’ poor proficiency in English as a reason why group works 
do not work, but it is worth asking if poor proficiency is a reason or a consequence of 
not having the opportunity to do such work in class.   
10.1.5 Grammar teaching 
All the participants believed that teaching grammar was useful. Shuvra believed that 
grammar was needed for developing the writing skill. Others believed that knowledge of 
grammar serves as the foundation of target language competence. When asked if they 
knew what the NCPD2012 recommended about grammar teaching, they expressed 




as the teachers had not received much training in the new curriculum and the TCGs 
had almost nothing to offer teachers in terms of grammar teaching. 
All of the case study participants taught grammar explicitly as discrete items (i.e. ‘focus-
on-forms’ approach) and without any communicative or textual context. Their teaching 
seems to be influenced more by the grammar books they consult which provide rules, 
examples and plenty of sentence-level exercises. The NCPD2012 recommendation 
that grammar should be taught in meaningful contexts remains a distant goal for the 
teachers. They were not against the recommendation, as revealed during the 
interviews, but in the observed lessons they demonstrated a very limited range of 
grammar teaching ideas.  
The group interviews revealed that, contrary to what NCPD2012 prescribes, grammar 
is not contextualized. When asked if they contextualize grammar, participants did not 
give any clear answer. It is possible that they did not know what contextualization 
means and how to do that. NCPD2012 does not give any explanation to it either. One 
participant (Kaiser) seemed to have some idea. He said that he wanted to teach 
grammar items as they occur in the passages in EFT, but the reading passages do not 
exhibit the range of grammar that is needed for pupils to do well in English second 
paper: “Suppose I want to use a text to teach the tenses. Now the text is written in the 
past simple tense throughout. It wouldn’t be a good text to show contrast between past, 
present and future tenses” (KH_GI, 1). Grammar exercises, as reported by them, 
involve manipulation of isolated and decontextualized sentences which is perpetuated 
by the need to pass the exams. Some teachers in the ‘famous’ schools set what 
participants believed are strange questions. Mahmud and Farhan mentioned two 
examples of tag questions set in school exams and laughed: 
1. None is none under the sun. (make tag question) 
2. Thank you (make tag question) 
10.1.6 Continuous assessment and feedback 
All the case study participants agreed with the NCPD2012 recommendation that the 
aim of teaching should be the development of the four language skills, but lessons 




schools, listening received the least focus and was not assessed. The teachers in the 
urban school put some emphasis on the speaking skill through teaching and 
assessment, but the two teachers in the rural school did not assess speaking; instead, 
they assessed knowledge of grammar. Overall, reading comprehension, grammar 
practice and writing received much more focus than speaking and listening in both the 
schools. As discussed in chapter 5, the revised curriculum has introduced the provision 
of classroom-based assessment of speaking and listening skills. There was therefore a 
lack of alignment between teachers’ practices and the revised curriculum. Teachers 
cited three main reasons for this discrepancy: syllabus pressure, exam format and large 
class size. In the interviews, teachers reported that they felt under pressure to finish the 
syllabus, so while teaching they prioritised texts and topics which pupils needed for the 
exams. All teachers agreed that they should provide feedback on pupils’ work, but they 
pointed out that, due to large class size, they could not provide individualized feedback.   
The participants in the group interview echoed the same reasons for their reported 
practices. They revealed that they try to cover the four language skills in class but the 
pressure to finish the syllabus on time and to prepare learners for the exams prompt 
them to pay more attention to reading comprehension and grammar. Farhan’s teaching 
approach sheds light on the influence of exams on teaching. He reveals that he begins 
his class by discussing word meanings because students “must understand the texts 
first” (Farhan, GI, 1). He moves on to explain the text thoroughly line by line. He admits 
that “…[there is] no time to wait for students to decode the texts on their own….” (ibid.). 
He does this for the first few classes of the term. After he has finished explaining the 6 
chapters in EFT which are on syllabus for the term, he switches to a book of model 
tests and goes over practice tests that are based on the 6 chapters they have read from 
the EFT. He explains that solving the practice tests prepares learners for the actual 
tests much more than the activities in the EFT would do. Kaiser points out that students 
themselves request him to solve the model tests, particularly when his classes are not 
exam-focused.  
According to the group interview participants, continuous assessment is useful because 
it keeps learners busy throughout the year. None mentioned its potential strength in 
terms of identifying areas of weakness and giving feedback. One perceived weakness 




teachers do not have the time to check the scripts. Although the goal of CA is to 
provide formative feedback, teachers’ reported practices reveal the use of tests like 





CHAPTER 11: DISCUSSION AND CONCLUSION 
11.0 Introduction 
This final chapter sets out the main conclusions drawn from the study. In 11.1, I 
summarise the main data from the study with respect to the research questions. In 
11.2, I discuss the findings and their implications for curriculum reform and English 
language teaching pedagogy. Then, I discuss the theoretical and methodological 
contributions of the study (11.3), outline the limitations of the study (11.4) and make 
suggestions for further research (11.5). I conclude the chapter and the thesis with my 
personal reflections on the PhD (11.6).    
11.1 Summary of main findings 
RQ1 What are the teachers’ understandings of, and attitudes towards, the aims, 
objectives and pedagogical recommendations of the revised national curriculum?  
The case study teachers had limited knowledge of the recommendations, as they had 
received little or no training on the new curriculum. Only one case study teacher 
reported attending workshops on the new curriculum. When I met my participants 
during fieldwork, I found that none of them had received copies of the teachers’ guides, 
although four years had passed since the publication of the textbooks. It was only after 
I had given them copies of the TCGs and selected pages from the NCPD2012 that it 
was possible for me to discuss with the teachers the aims, objectives and pedagogical 
recommendations of the revised curriculum and to find out about their perceptions 
towards them.  
The case study participants’ stated beliefs were generally in alignment with the aims, 
objectives and recommendations. For example, they said that they believed that pupils 
should develop competence in the four language skills; that there should be 
opportunities for pupils to participate in the lesson; and that grammar should be taught 
in context, as suggested in the curriculum document. However, they also admitted that 
they could not comply with some of the policy recommendations in practice. For 
example, they reported that they found it challenging to use group/pair work, and 




exams, low proficiency of the pupils in the case of the rural school, their heavy 
workload and noise generated by group/pair work in their large classes.  
Although the teachers did not explicitly state it themselves, the analysis of interview and 
lesson data reveal that, in general, they had limited knowledge and superficial 
understanding of the pedagogic procedures required for the implementation of the 
suggested reform. That is, they were not sure how they could implement the 
recommendations, and in some cases, they could not tell if their lesson was aligning 
with the recommendations or diverging from them. For example, none of them could 
clearly articulate how they could implement ‘active learner participation’ or ‘teaching 
grammar in context’, for example. Even when they said that they believed in interactive 
teaching and pupil participation, their interpretations suggest partial understanding. 
Borhan, for example, thought that his pupils were participating when they were being 
attentive in class. Nora and Shuvra, on the other hand, interpreted ‘learner participation’ 
narrowly in the context of pupil-pupil interaction (to mean ‘group/pair work’) but not in 
the context of teacher pupil interaction.    
As discussed in the case study chapters, all teachers generally had positive attitudes 
towards the goals and recommendations of the new curriculum. As they read selected 
parts of the NCPD2012 with me, they generally spoke favourably about the proposals, 
but their positive evaluation should be interpreted in the context of the hierarchical 
Bangladeshi culture where showing deference towards the authority is considered as 
the norm. Since teachers had not used the pedagogical recommendations in class, 
their verbal agreement to them cannot be taken to mean that they are going to, or will 
be able to, use them in class.    
RQ2 To what extent are teaching and assessment practices in alignment with the 
pedagogical recommendations of the revised curriculum?  
The analysis of lesson and interview transcripts suggests that, in general, there was 
limited and partial uptake of learner-centred and communicative approaches. Pupils’ 
participation, the focus on receptive as well productive skills, use of supplementary 
materials, consideration of pupils’ affect, teachers’ praise, class tests and feedback on 
pupils’ work were all in evidence in both the rural and the urban schools but in varying 




for improvement in teaching practices, mainly with regard to teachers’ classroom 
communicative competence and grammar teaching. As classroom interaction and 
discourse analysis presented in the case study chapters indicate, lessons in practice 
were more teacher-centered than learner-centred. 
Data suggest that teachers varied in their level of understanding and implementation of 
the recommendations. Shuvra and Nora, the teachers from the urban school, were 
more critical of the new textbooks than Mufakkhirul and Borhan, the teachers from the 
rural school; Shuvra and Nora nevertheless asked open and personal questions much 
more than Mufakkhirul and Borhan did, and assessed listening and speaking skills, 
which Mufakkhirul and Borhan did not do. The similarities and differences between the 
teachers from the urban and rural schools are explained as part of the answer to 
Research Question 3.  
RQ3 What role do contextual factors play in shaping teaching and assessment 
practices?  
Contextual factors emerged as the major influence on teachers’ instructional practices. 
All the participants from both urban and rural schools considered the high-stakes 
national exams as a strong influence on their classroom practices. Since the 
examinations prioritise the assessment of language knowledge through pen-and-paper 
tests rather than assessing language skills, the teachers preferred to prepare their 
students for these exams through direct teaching and getting students to solve 
exercises from model test papers. Contextual factors such as teachers’ heavy 
workload, limited or no training opportunities, and issues to do with the management of 
large class act as deterrents in adopting a learner-centred and interactive approach to 
teaching. Furthermore, there was no apparent need nor rewards for teachers to move 
away from a transmission-based pedagogy.   
Apart from contextual factors, a lack of understanding of the pedagogic procedures 
associated with the recommendations, constrained teachers’ ability to enact the 
recommendations.  The participants in my study reported receiving little support in 
understanding and implementing the new curriculum. The TCGs were not published 
until recently and were not made available to the teachers. These could be very useful 




implement them in the classroom. An analysis of the TCGs, however, reveals that the 
guides do not include any sample lesson for grammar teaching, which is an area the 
teachers have significant problems with.    
The contextual factors are mostly shared between the rural and the urban schools and 
these factors can be seen to underlie the similarities between the teachers’ practices. 
The differences in teachers’ practices seem to have two origins: the individual teacher’s 
cognitions, and their perceptions of pupils’ proficiency levels.  
11.2 Discussion  
The study highlights teachers’ limited knowledge of curriculum policy, lack of clear 
understandings of the processes involved in translating policy into classroom practices, 
insufficient training and inadequate technical, logistical and pedagogical support which 
serve as constraints in achieving the best possible outcome of the curriculum reform 
initiative. To conclude this final chapter, I will summarise the main contributions it has 
made to understandings of a) teachers’ understandings of pedagogical reform and 
reform enactment, b) congruence and tensions between curriculum recommendations 
and teachers’ beliefs and practices, c) teachers’ interpretation and use of teaching 
materials, and d) classroom interaction and discourse. 
To begin with teachers’ knowledge and understandings of pedagogical reform, it 
became evident that the reform message was not disseminated to all teachers in all 
institutions. The Teachers’ Guide is a potent means of communicating reform 
messages helping teachers make better use of the textbooks, but the publication of the 
TCGs was delayed. In their absence, teachers’ source of knowledge about the new 
curriculum was the textbooks and the question formats which were sent to them by the 
NCTB.  Even when the TCGs were finally published, four years after the textbooks 
were, none of the teachers involved in my study had received a copy. Only those 
teachers who were invited to attend the short workshops received any copies. It is 
puzzling why the TCGs were not made available online through the website of the 
NCTB. That way, the teachers could download and use them according to their needs, 
and there would be no need to print the guides. It is therefore not surprising that the 
teachers in my study demonstrated limited knowledge of the pedagogical 




the clarity of the reform message. Although the NCPD2012 and the TCGs include a 
number of recommendations (see Chapter 5 for the recommendations), there is little or 
no discussion on the pedagogic procedures required to enact the recommendations in 
the classroom. Teachers’ interpretations of ‘learners’ active participation’, ‘formative 
feedback’, and ‘teaching grammar in context’ revealed their lack of clear 
understandings of the concepts. Teacher training programmes can go a long way in 
enabling teachers to understand, evaluate and implement the recommendations. All the 
participants spoke of the beneficial impact of teacher training on their teaching. They 
attributed quite a few practices such as the use of warm up, to their training experience, 
and demanded more opportunities for learning. This points to the need for more 
teacher training programmes.   
There was tension and lack of congruence between teachers’ practices and policy 
recommendations. Teachers did not believe in the value of group work in the context of 
their crowded classrooms; instead they thought teacher-fronted instruction and teacher-
learner interaction more useful. There was a lack of alignment between teachers’ 
grammar teaching practices and the curricular recommendation for contextualization of 
grammar. This can be attributed partly to teachers’ lack of understandings regarding 
the pedagogic procedures for such contextualization as well as to the contradictory 
messages they receive from different sources of the curriculum. There is a need for 
consistency and internal harmony between the materials, the tests and the 
recommendations. Since teachers have significant difficulties in teaching grammar in 
context, it would be extremely helpful to provide them sample lessons showing ways of 
contextualization. The TCGs that have been published do not include any lessons on 
grammar teaching. There is a need to include some sample grammar lessons in the 
TCGs.      
The study provides insights into the ways the teachers interpreted and enacted 
teaching materials. The analysis of the data reveals that the interpretation and use of 
materials by teachers were determined to a large extent by the high-stakes public 
examinations as well as their limited understanding of the policy imperatives. The 
teachers in the urban school evaluated the prescribed textbooks using two main 
criteria: how well they matched the examinations and the quality of the content. Both 




more challenging content included in the EFT book. They did not like the EGC book 
because it did not offer enough language practice exercises as preparation for the 
exam. The teachers in the rural school mostly evaluated the books in terms of their 
match with the exams. They wanted a lot of grammar exercises and deemed the EGC 
unfit for the purpose. They therefore used supplementary materials for additional 
grammar practice. Despite their limitations, the prescribed materials provide pictures, 
short dialogues, activities to promote learner participation, engagement and interaction. 
But the teachers make little use of such content and activities. When teachers do use 
them for facilitating interaction, they do not wait long enough for pupils to express their 
own meanings. Teachers report feeling under pressure to complete the syllabus on 
time which forces them to teach according to the tests and make less use of materials 
meant for classroom communication. Thus, a negative backwash effect of the exams is 
the narrowing of the curriculum.  
Finally, the study sheds light on classroom interaction and discourse. The analysis of 
classroom data reveals a disproportionate amount of teacher talk. Teachers mostly 
used an IRF/E exchange structure and there was little engagement with pupils’ 
contributions during the final feedback move. There was not much emphasis on pupil-
pupil interaction. However, the teachers viewed their classes as interactive with ‘a lot of 
opportunities’ for pupil participation. The teachers were not well-aware how they were 
actually reducing opportunities for learner contribution to classroom discussion. In 
addition, the burden of large classes and heavy workloads, the difficulties involved in 
using multimedia, and the perceived need to cover the syllabus for the exams, put 
teachers in the survival mode of thinking resulting in the perpetuation of teacher-
centered transmission pedagogy. The institutional and classroom contexts that shape 
teachers’ beliefs and practices have not been given due attention before the 
introduction of the new curriculum.          
The findings of the present study have implications for curriculum planning, 
administration, teacher training, classroom teaching and future research. The data 
reveal the need for proper planning at the “initiation stage” (Fullan, 2015) of curriculum 
reform before the curriculum is passed down to the teachers for its classroom 
implementation. The educational planners must ensure the publication of teachers’ 




changes and what they need to do differently to achieve successful implementation of 
the changes. If the findings of the present study apply not just to the cases in question 
but to many other teachers (which is likely), they certainly point to the need to provide 
teachers with support in two main areas: classroom interaction and grammar teaching. 
Teacher training programmes and teacher’s guides should aim at enhancing teachers’ 
classroom interactional competence so that they can “promote an active, collaborative 
and cognitively-engaging learning experience” (Hardman, 2016) for their pupils. They 
should also illustrate alternative grammar teaching approaches and techniques such as 
‘Consciousness Raising’ and ‘focused tasks’ so that teachers have more options at 
their disposal. At the same time, contextual constraints such as large class size, poor 
pay and heavy workload need to be addressed so that teachers get more time to 
devote to professional development. The implication for research is discussed in 
Section 11.5 as suggestions for future research.  
11.3 Contributions of the study 
This study makes empirical and practical contributions to exploring curriculum policy 
and the implementation of educational reform. To begin with empirical contributions, the 
study adopted an innovative approach to analysing the curriculum document by using 
SLA research as a lens. Secondly, the study revealed how the teachers’ ability to enact 
the new curriculum was linked to teachers’ understandings of the materials and the 
activities therein. Thirdly, the study explored classroom discourse and interactional 
patterns and contributed to the understanding of opportunities (or lack thereof) for 
learner engagement in meaningful talk in teacher-fronted lessons in Bangladeshi 
classrooms.   
The practical contributions include the possibility of using the findings of the study for 
the overhaul of the curriculum in the near future. The teachers’ interpretations and 
implementation of the curriculum recommendations can serve as pointers for future 
interventions through the renewal of teacher education programmes and/or the revision 
of the textbooks. The continued lack of emphasis on listening and speaking skills can 
be remedied through the reform of high-stakes national examinations which influence, if 
not determine, what is taught and learned in the classrooms. The findings of the study 
have the potential to inform future policy formulation, curriculum development, materials 




11.4 Limitations of the study 
The limitation of the study derives mainly from its design as a qualitative inquiry. In 
qualitative research, the researcher serves as a key instrument (Patton, 2014). There is 
the possibility of some researcher bias, since the researchers’ own beliefs about 
language learning and teaching have inevitably influenced the way data were collected 
and analysed. In the current study, my background as an academic and researcher 
with experience of education in two British Institutions and exposure to discourses of 
ELT research and pedagogy have certainly predisposed me to certain choices and 
interpretations. The participants’ different background may have made them hesitant to 
speak and act the way they would normally do on a day to day basis, an issue known 
as “observer’s paradox” (Mackey & Gass, 2015) and well-documented in the literature. 
Then, the case study approach limits the potential for generalizability of findings beyond 
the teachers it studies. Chapter 4 discussed the procedures adopted to overcome these 
limitations. Also, the study specifically focused on teachers’ knowledge, beliefs and 
their interpretation of the National Curriculum, but it did not focus on how the curriculum 
impacted on the pupils and how they viewed the pedagogical recommendations.     
11.5 Suggestions for further research  
The current study was designed as an exploratory study to identify any gaps in 
teachers’ knowledge and understandings of the pedagogical principles of the current 
national curriculum as well as to provide an evaluation of the components of the 
curriculum such as textbooks and tests from teachers’ perspectives. The study has 
found that teachers in general had partial knowledge of the change initiatives and that 
while they generally agreed with most of the recommendations, their understanding of 
the principles was superficial. They also lacked procedural knowledge on how to 
implement them. In view of this finding, the natural next step seems to be to follow this 
research up with an experimental study to see if better understanding of the principles 
would lead teachers to bring any changes to their classroom practices, and if they did, 
how their own teaching would diverge from current teaching practices.  




On a personal level, I feel that the PhD project put me on a path of exploration, new 
understandings and self-discovery. The journey took me to new avenues of knowledge 
in the fascinating field of second language education, introducing me to the literature on 
curriculum policy and planning, educational change, teacher cognition, and teacher 
education among others. I learned about different research paradigms, how to design a 
research study, and how to collect and analyse data at a much a deeper level than I 
had known before. I developed new understandings and my perspectives on teaching 
and teacher education were transformed beyond what I had foreseen. As I embarked 
on the PhD, I believed, naively, that I knew what I was looking for and how to go about 
finding it, but rarely did I question my assumptions. I was lucky to receive generous 
feedback from my supervisors, but that did not always put me at ease, as I felt 
challenged to justify my choices, substantiate my claims and provide evidence in 
support of my ideas. As I reflected on the feedback, I became increasingly aware of my 
own thinking and writing style. During my fieldwork, I gained insights into teachers’ 
beliefs and how these beliefs influenced their teaching practices as well as were 
influenced by their perceptions of their learners’ needs and the overall teaching context. 
I found how the Ministry of Education was failing to get the reform messages across to 
the teachers and, in many cases, why new teaching ideas were not finding acceptance 
among the teachers. I could see how an overemphasis on exams and the importance 
attached to exam results came in the way of teacher learning and implementation of 
pedagogical change. At the same time, the data in my study revealed where teachers 
could improve their teaching practices within the constraints they were facing. As I 
observed the lessons and listened to the teachers’ interpretations of their teaching 
practices, I had the opportunity to evaluate their practices using SLA-derived principles 
as a lens. I realised why some of the principles were embraced by them while others 
were not and what factors contribute to differences in beliefs and practices across the 
teachers. I realised how heavy workloads and little professional support put hurdles in 
their path, stopping them from constructing their own pedagogy in the light of the 
pedagogical recommendations of the new curriculum.  
Having completed the research, I feel that the knowledge I have gained can be put to 
good use in at least two ways. Firstly, I hope to persuade the Ministry of Education to 
rethink their approaches to curriculum change and teacher education. I will suggest 




outset from the planning stage through to the implementation. It must be emphasized 
that change and reform cannot be introduced in piecemeal fashion, and attention must 
be paid to all components of the curriculum. If the textbooks are revised or renewed, 
the publication of new books must be accompanied by the publication of teachers’ 
guides. Assessment practices that undermine the new teaching ideas must be duly 
reformed. Secondly, the lesson transcripts from my fieldwork can be used to engage 
teachers in dialogues and discussions in teacher training programmes. Instead of 
flooding English teachers with theoretical ideas, the extracts from my research can be 
used to help them make links between SLA-derived principles and sample procedures, 
so that they can transition to being ‘informed practitioners’. I believe that an affirmation 
of their current practices along with an exposure to alternative and perhaps 
complementary teaching ideas are likely to lead to greater reflection, innovation and 
teacher empowerment. As a teacher and teacher educator myself, I am keen to work 
collaboratively with English teachers in near future. I look forward to the possibilities as 
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Appendix 1: The content and structure of NCPD2012 
 
Section  Subsections  Page 
Numbers 
CGC   Introduction, rationale, model followed, 
curriculum development process, special 
features, curriculum framework, list of 
holidays, teaching learning strategies and 
techniques, learning theories, some methods 
and techniques, group based cooperative 
method, investigation process, learner 
assessment, continuous assessment, 





English Paper One: Introduction, objectives, 
terminal learning outcomes, classwise*(=class-
specific) learning outcome, curriculum matrix.  
English Paper Two: Syllabus (grammar and 
composition) 
Marks distribution for Paper 1 and Paper 2    
General instructions for writers of textbooks 
34 – 71 
ELC-S English Paper One: Introduction, objectives, 
learning outcomes, functions, and language 
points, themes, teaching learning activities, 
assessment, distribution of marks, test items. 
English Paper Two: Learning outcomes, 
grammar contents, and composition, 
distribution of marks, grammar test items, 
composition test items, guidelines for 





Appendix 2: The ELC-LS at a glance 
 
Serial Section title  Topic focus of the section  
1 Introduction  Role of English, suggested 
approach to teaching English 
2 Objectives  A list of 5 objectives 
3 Terminal learning 
outcomes  
A list of 9 outcomes 
4 Classwise** learning 
outcomes  
The same 9 outcomes for the 4 
skills in detail 
5, 6, 
7 
Curriculum matrix for 
grade 6, 7 & 8 
Learning outcomes, content 
(themes and language points), 
teaching learning activities and 
evaluation  
8 English Paper II (6—8) A list of grammar items & 
composition types 
10* Distribution of marks for 
Paper I 
Test items for the 4 skills, and 
notes 
Distribution of marks for 
Paper II 
Test items for grammar and 
composition, and notes  
11 General instructions for 
writers of textbooks 
A list of 22 instructions for the 
authors  
* There is no section 9 in ELC-LS 




Appendix 3: The interview guide for teachers 
The first interview  
Thank you for agreeing to be interviewed. I am currently undertaking a study on ELT teachers’ 
beliefs and their use of prescribed textbooks at the secondary level schools of Bangladesh. 
Everything that is said in the interview will be confidential and as I write up my research I will 
ensure all responses will remain anonymous. It would be very helpful if I can audio-record the 
interview, unless there are any objections. If at any point you would like to terminate the 
interview, or if you need a break, please let me know. Thank you.     
1. Biographical and professional details of teachers 
First, I’d like to ask a few background questions: 
Main questions:  
• Could you tell me about your qualifications, teaching experiences, training and teacher 
development undertaken? 
• Could you say something about the class you teach; for example, age and level of your 
students, and their needs (individual, class, institutional & wider settings, exams)? 
• Please tell me about the resources that are available and that you use in class. 
  
Subsidiary questions if needed: 
• What was your first degree in? Have you done a Master’s? (If relevant) 
• Have you received any training for teaching the new textbooks well?  
• What have you done recently for professional development?  
• How would you define the proficiency levels of your students?  
• How motivated are they to learn English? What do they want from you? 
• Do you use audio players, or multimedia?  
 
2. Teaching approaches and beliefs 
Main question: How would you describe your approach to teaching?  
Subsidiary questions if needed: 




• What makes a good teacher of English, in your opinion? What kinds of lessons do you 
feel are most effective? 
• How do you prepare for a class? Do you make a lesson plan? 
• How much time do you spend for the preparation of a class? 
• Has your teaching changed in any way over the years?  
• Tell us about your relationship with students. What do you do to motivate them? 
• Can you think of any activities or techniques that your students seem to enjoy doing? 
• Are there activities that your students are reluctant to do? 
• Do you use group work or pair work in your class? 
• Do you discuss with learners what they need to do in and out of class to improve in 
English? 
• Do you use English all the time in class? Why? 
• Do you ask students to use English all the time in class, or as much as possible? Why? 
• Do you set homework for learners?  
• Do you assess learning in your class? How? How often do you assess them? 
 
3. Materials and textbook use 
Main question: What kinds of materials do you find most effective? Do the materials you use 
support you in the way you want to teach?  
Subsidiary questions if needed: 
• Do you use English for Today in your class? How often? What, in your opinion, are the 
strengths and weaknesses of EFT? 
• Do you use any other materials for English I? (If yes, what are those and why?) 
• Do you use English Grammar and Composition in your class? What, in your opinion, are 
the strengths and weaknesses of EGC? 
• Do you use any supplementary materials for English II? (If yes, what are those and 
why?)  
• Are you familiar with the aims and objectives of the national curriculum? 




• *Have you got a copy of the teachers’ guide? *Do you find the guide helpful?    
Questions marked with an asterisk will be asked if the teachers’ guides are available at the time 
of the interview. As of now, no initiatives are seen to publish the guides. 
4. Prior learning experiences 
Main questions:  
• How did you learn English at school? How was English taught?  
• How would you compare your experience of learning foreign languages with the way 
you yourself teach?  
Subsidiary questions if needed: 
• Why did you become an English teacher? Did you have a plan to be one? 
• Do you remember your school days? How did you learn English?  
• How was English taught? Did you have a favourite English teacher?  
• What did you like about the way you learned English in your student life? 
• What did you not like about the way you learned English in your student life? 
• Do you have a role model, somebody who inspired you in some way to become a 
teacher or teach in a particular way? 
 
5. Institution, head teacher, colleagues, parents/guardians, students  
Main question: How do the particular circumstances in your teaching context affect your 
teaching approach and the kinds of activities and materials you use?  
Subsidiary questions if needed: 
• Can you tell me a bit about the school environment? Do you enjoy teaching at this 
school? 
• Could you describe a typical day at work?  
• Could you tell me about your students? Do they enjoy learning English? What 
challenges do they face in learning English? 
• What challenges (if any) do you face with the students you teach?  
• How supportive are your colleagues? 




• Have you tried or proposed any change that was not supported by your colleagues or 
the headmaster? 
• Do the parents/guardians approach you with any teaching suggestions or requests?  
 
6. Preparation and professional development 
Main questions: Are you happy with your professional development, with CPD activities that you 
attended? Were/are you able to implement what you learned in training?  
Subsidiary questions if needed: 
• What have you learned from the workshops/seminar/CPD courses that you have 
attended (if applicable)? 
• If you ever become a mentor for a new teacher, what do you think you will teach him or 
her?  
• If you could design or select the perfect teacher training for you and other teachers in 
your school, what would the topics/contents be? What approach would you use? 
• If we were in a perfect world with all the resources and training we could wish for, how 
would your classes be? In what ways would they be different/similar to your current 
classes?    




1. What are your plans for today’s/tomorrow’s class? 
Due to teachers’ busy schedules, it might not be possible to ask them many questions. 
Depending on their answer to the above question, some further questions will be asked related 
to lesson objectives, materials they are going to use, activities, and rationales for their choice of 
activities and materials.       
• What are the lesson objectives today? 
• Are you going to use any materials? 
• Will you give them any tests or are you going to assess student performance in any 
way? 
 




The following prompts are related to teachers’ knowledge, understanding and beliefs with regard 
to their teaching practices. These will be modified and finalized based on lesson observation 
data or field-notes. In some cases, video/audio clips or artefacts will be presented to teachers to 
stimulate their memory of the particular lesson they are asked to comment on.   
• What were the main aims of the lesson? 
• In what ways would you say this class is typical – how is it similar to or different from 
other lessons? 
• What were the reasons for employing instructional activities A/B/C? 
• Why did you (or did you not) use the textbook closely? 
• Why did you (not) use the pair work/group work activities in the book today? 
• Why did you allow (or not allow) learners to use Bangla? 
• Why did you (not) correct errors during/after the lesson? 
• Why did you stand in front of the classroom or at the back? Or, why did you (not) move 
in the class? 
• Do you think you could monitor learners during the activity/ lesson?  
• What was the reason for doing x, y, z? 
• Do you do any of these things differently sometimes? 
• /Finally, was there anything you wanted to comment on about using the textbook and 
the teachers’ book (if available!) which we haven’t discussed?  
Probing questions 
• Can you say a bit more about that? 
• Can you give an example? 
• Can you explain what you mean by X? 
• Why? What’s the reason for that? 




Appendix 4: Observational protocol 
Since the main focus of observation is how teachers use the textbooks, the structure of the 
textbook activities will be used to note teachers’ classroom behaviour. However, the following 
categories in part B have been chosen because of the emphasis they received in the curriculum. 
The same categories will be used to analyse the textbooks. The observations will also be guided 
by the activities provided in the textbook (part C). 
Part A (to be completed before the lesson or as soon as the lesson starts) 
Name of the institution  
Teacher’s name or initials  
Number of students Present (           ) Total (          ) 
Grade and subject   
Physical environment   
Seating arrangement  
Date and time  
 
Part B (To be completed during the lesson) 
Activity number (and page no. if it is in the 
coursebook) and brief description of the activity 













Part C (to be completed during the lesson or immediately after the lesson ends) 





Warm up activity/ schema activation/ Reviewing 
what was done in the previous class 
 
Asking students for their opinions regarding what to 
do today (or in the next class) 
 
Explaining what will be done today, or discussing 
lesson objectives in the textbook 
 
Providing language input/ textbooks or 
supplementary materials/ handouts   
 
Teacher’s role: teaching / explaining, engaging and 
interacting with the pupils  
 
Medium of instruction – ratio of English to Bangla  
Pupils’ role: talk time, active participation or passive 
learning   
 
Teacher talk time vs pupil talk time  
Individual work / collaborative work by pupils  
Teacher – Pupil interaction   
Assessment and feedback, error correction   
Opportunities for output  
Use of praise, criticism, encouragement or rebukes  
Focus on accuracy, fluency and appropriacy of 
language 
 
Teaching grammar in textual or communicative 
context / focus on form 
 







Appendix 5: Profile of the researcher 
My own background of teaching and teacher training 
In interpretive research paradigm, the concept of “reflexivity” or an articulation of 
biases, values and experiences is considered necessary because, as Cresswell (2013) 
argues, a qualitative text “cannot be separated from the author, how it is received by 
readers, and how it impacts the participants and sites under study” (p. 215). While 
conducting this research, it was therefore important for me to be aware of my own 
beliefs and understandings as a researcher in order to reduce, if not overcome, any 
“researcher bias” in data collection, analysis and interpretation. In what follows, I 
recount my experiences as a learner and teacher of English and explore how my 
particular circumstances of learning may have shaped my beliefs about language 
teaching.       
My knowledge and beliefs about English, English language learning and teaching 
approaches, particularly with regard to a learner-centered, interactive pedagogy that 
the national curriculum 2012 aims to promote, have been shaped by my experiences as 
a tertiary-level English teacher and trainer of secondary and higher secondary English 
teachers in a career of over ten years. My education, professional training, international 
exposure and location in the capital city of Bangladesh positioned me as a more 
privileged ELT professional compared with my participants who were based in schools 
in suburban and rural areas with much less scope for professional development. While 
teaching, my participants drew on their knowledge bases which were different from 
mine.        
In terms of professional development, I have benefitted from numerous workshops, 
seminars and conferences that I have attended at home and abroad. I have learnt from 
my colleagues some of whom are leading ELT professionals in the country with 
substantial experiences in teacher training, materials development and other related 
works. In 2009, I did an MA in TESOL at London Institute of Education where I built on 
my knowledge of ELT pedagogy and improved my English skills. Since 2010, I have 
developed and conducted a number of training sessions for secondary and higher 
secondary English teachers. I have contributed five units to a coursebook written for 




knowledge and understandings of ELT materials and methods. My research 
participants, on the other hand, were much less experienced academically. Secondary 
school teachers in Bangladesh rarely have a university degree and very few attend 
conferences (recently Bangladesh English Language Teachers’ Association has taken 
initiatives to reach out to school teachers and provide support for professional 
development). Their professional development opportunities tend to be limited to the 
training workshops offered through English in Action or ELTIP projects, as discussed in 
chapter 3. However, I have also come across highly motivated and enthusiastic 
teachers from schools who seek opportunities for continuous development. Some take 
an evening MA course to upgrade their professional knowledge and competence, 
others attend online courses in ELT/TESOL. I have met teachers who take an interest 
in developing their own supplementary materials. My participants represented a 
diversity of backgrounds with some having more exposure to ELT professional 
literature than others.  
My students are undergraduate and graduate students aged 18 to 25 who have studied 
English as a subject for at least twelve years before coming to university. Their 
proficiency levels range from pre-intermediate to upper-intermediate levels. While 
teaching in the classroom, I usually choose English as the medium of instruction in 
order to maximize learners’ exposure to English. I only use Bangla to clarify a certain 
point or give an example. Outside the classroom, I mix English and Bangla to interact 
with students which is common practice at the tertiary level of education in Bangladesh. 
The degree to which English or Bangla will be used often depends on the topic of 
discussion: academic discussions are mostly in English while interpersonal 
communication will be in both languages (Hamid, 2008). My choice of teaching 
approach depends on my objectives for the lesson: I use content-based instruction for 
developing academic reading and writing skills, a variety of tasks for developing 
learners’ speaking fluency, and I train learners in the use of a range of learning 
strategies to become effective learners and users of English. Nearly all of my university 
students go on to further education or get prestigious jobs where English skills are 
valued, and they usually have high motivation to learn English. School teachers, in 
contrast, deal with much younger and less proficient learners of English. There is not 
much need to use English at school or outside school as everybody speaks Bangla as 




passing the exams with a top grade. School students, therefore, have different 
orientations to learning and using English. Consequently, this calls for different teaching 
approaches. Again, at the university I enjoy a certain degree of freedom in choosing 
instructional materials, and assessment techniques. Even when there is a 
recommended coursebook, I look for ways of supplementing it through the addition or 
adaptation of tasks to make my class as productive as possible. School teachers enjoy 
much less freedom in this regard, since they are required to work with prescribed 
teaching materials and teach their pupils for the public examinations, which are not set 
by them. They also work in more challenging circumstances with fewer resources and 
amenities.  
Nevertheless, my interests in English teachers, instructional materials and methods 
have a lot to do with my own experience of learning the language early in my life, first 
as a school boy and later as a freshman at the university. My first English teachers 
were my parents. My father who rarely lived with us bought me bilingual ‘word books’ 
(which contained common English words with Bangla meanings and pictures) and 
taught me how to translate from Bangla to English. My mother taught me numbers, the 
days of the week and months in English. Whatever little I learned at home gave me an 
advantage at school as I would easily pass in English while many in my class would 
fail. In those days there was no electricity, no satellite television, no English 
newspapers around, so our sources of input were the textbooks and the teachers. My 
English teachers all taught through Bangla following grammar translation and I was 
able to read and write with some accuracy. Unlike some of my friends, I was not very 
good at memorizing paragraphs, letters and essays, so I would try to write on my own 
taking cues from the given samples. However, when I went to university I discovered 
that I was very poorly prepared for the rigorous study of English literature. The lectures 
were all in English and at times I could not follow them. Some of my classmates were 
speaking in English on the corridors with each other and when anyone spoke to me in 
English I had a tough time constructing a response in English in real time. It was so 
embarrassing! They spoke with a different accent, too. With my limited abilities in 
English, I still tried to respond to teachers’ questions in class. I realized I had to develop 
the ability to communicate in English and sought out classmates and dorm mates who 
were interested in forming an English conversation club. I realized that the way I had 




opportunities to use English with others. I would also think of my school mates who 
struggled with the subject at school and despite years spent on studying it, were unable 
to meet their communication needs later in life in their workplaces in Singapore, 
Malaysia and the Middle East. My own struggles and those of my school friends 
convinced me that ELE curriculum and pedagogy should be made relevant to learners’ 
short-term and long-term needs.             
While observing lessons and interviewing teachers, I tried to have an open mind and 
guard against any pre-conceived notions about secondary teaching that I had 
developed from reading published research. I kept in mind that every context would be 
unique and it would be important to look beyond what might seem obvious at first sight. 
I hope my articulations of my background that must have shaped my beliefs and 
interpretations will help readers in forming their own interpretations of the accounts 
provided in the thesis.  




Appendix 6: Learning outcomes in NCPD2012 
3. Terminal Learning Outcomes 
Students will be able to: 
1. follow instructions, commands, requests, announcements and act accordingly. 
2. recognise and use English sounds, stress and intonation appropriately. 
3. understand and enjoy stories, poems and other texts. 
4. interact through short talks and simple dialogues, conversations and discussions. 
5. read aloud texts with proper pronunciation, stress and intonation. 
6. understand written instructions and texts through silent reading. 
7. use dictionary and understand the table of content of a book. 
8. write answers to questions, short compositions (paragraphs, essays, letters) and simple CVs. 














Appendix 8: Transcription conventions 
R  Researcher 
T   Teacher 
S  Student (not identified) 
Suraiya   Identified student (name known)  
Ss  More than one student or whole class 
( ) transcriber doubt, uncertain transcription 
X  Inaudible item, probably one word only 
XX  Inaudible item of phrase length 
XXX  Inaudible item beyond phrase length 
[ ] commentary, researcher’s description of events 
<Italic>  Speech in Bangla 








































































































Appendix 20: Transcript of a sample lesson 
School 3 Teacher Shuvra Lesson 1 
Date: 2/08/17 
8:30 am with Shuvra 
Grade: 7 
Attendance: 42/73 (31 absent) All girls 
Teaching aids: microphone, fans, lights, benches for students 
Large spacious room, well-ventilated. Capacity 80. 1/3 of the benches empty   
 
1. T so good morning girls 
2. Ss  good morning miss 
3. T take your seat take your seat the weather is er this weather is not good right?    
4. Ss [some pupils nod to agree with the teacher] yes 
5. T the weather is humidity is there right? so how do you feel about the weather? 
6. Ss [students mumble answers. one voice is audible] it’s warm 
7. T it’s very (high) humidity full of humidity we are not feeling that much good  
8. T it’s raining but still 
9. T and now girls have you submitted all of you submitted your what to say id 
forms? 
10. Ss [some say ‘yes’, some remain silent] 
11. T where is my prefect? you please stand and tell me have you collected or 
marked      out the girls those who haven’t submitted the ID forms yet? 
12. S [prefect says she has] I have 
13. T you have marked up in your khata [=notebook] OK I will deal with it later on 
take your seats girls thank you thank you 
14. T so you know girls our half yearly is over right? so you girls are going to take 
new challenge right? new challenge that means er you have to deal with new 
syllabus, right? [some students nod, some say ‘yes’] OK so study once again 




15. T so I would like to ask …excuse me you please stand up Dalya please tell me 
how do you feel when you study? [the student starts speaking] you please 
come over here and please share your er what you think how do feel about 
your study [gives her the microphone] hold it please 
16. Daliya actually I cannot concentrate on my studies because we have so many things 
that roam in my head I try to concentrate at the last moment xx I remember xx 
my father calls me xx 
17. T you too lazy OK thank you very much [to the class] what do you think? do you 
agree with her?  
18. Ss  yes agree [in chorus] 
19. T too many things to learn how much time er  
20. T you please stand up ... Suraiya tell me how much time do you spend on your 
studies? 
21. Suraiya  I study for two hours 
22. T two hours? OK two hours she spends two hours I am talking about 24 hours in 
24 hours you only spend 2 hours? or? 
23. Suraiya after I go home (I have teachers at home) then I study for two hours 
24. T OK I got it 3-4 hours or 5 hours… take your seat  
25. T now you get bored right? how many subjects do you have?  
26. Ss  ten…ten 
27. T ten or thirteen? fourteen? you have many others work and life home science 
physical education arts and craft these are not main subjects though but you 
have to learn the theoretical things of those things also 
28. T [3m 20s] so do you get any leisure time? …any…leisure…time…?  
29. T you stand up Tania I think am I right? OK so what do you think? do you get 
any recess? do you get any leisure time? 
30. Tania yes, xx  
31. T do you get? so what do you do? please come over here quickly time is running 
out you have to share your point of view 
32. Tania I read story books when I get leisure time xxx I have a sister I play with her 
sometimes I watch tv 
33. T OK that’s wonderful to know wonderful to know so in this tight schedule you 
still get some leisure what’s your hobby then? Tania once again I am getting 




34. Tania (reading) story-books 
35. T so we should have some leisure right? so please open up your book [4m 25s] 
                            can you? OK it’s unit 6 right? what I’m going to deal with today is eh what’s the 
topic of the lesson? can you please tell me? 
36. Ss leisure 
37. T l-e-i-s-u-r-e right lesson 1 page no 50 a day in Zishan’s life right? unit 6 lesson 
1 
38. T a day in Zishan’s life a day in Zishan’s life so go for silent reading don’t talk to 
each other go for silent reading many girls are absent today right? ah the class 
is calm today OK go for silent reading then I am going to ask you some 
questions then pay your full attention OK? so in the mean time …yes I told you 
to go for silent reading do you want to ask anything? read silently 
39. T [ss start reading silently. T writes on board. T reads out what she is writing] 
lesson 1 a day in Zishan’s life [T finishes writing] are you done? finished 
reading? all of you? those who have finished please raise your hand all of you 
have finished? wonderful 
40. T OK now what can we see in this? what’s there in the lesson? it’s a xxx Arifa 
please tell me what’s there in this lesson? 
41. Arifa Zishan’s daily life  
42. T it’s about Zishan’s daily routine what is written there? what is it? the time is 
written the activity is written so what is it? it’s called [pauses]? what is it? 
43. Arifa time table 
44. T routine daily routine time table you are right daily routine it’s a daily routine OK 
thank you very much Arifa take your place   
45. T from that corner I would like to call my prefect eh I’ve forgotten your name 
sorry you are so many in number we can’t remember what’s your name? [pupil 
says her name] OK please tell me um if I ask you one question exercise me 
girls we are going through xx with this exercise B [8m 0s] how much time does 
Zishan spend on his studies?  they have given some options right? too 
much/too little/ the right amount of time what do you think? which one are you 
going to give? 
46. Ss the third one  
47. T he spends ‘the right amount of time’ on his studies why do you think so? [T 
chooses one to say it again] you please come over here is it right amount of 
time? why do you think so eh it’s right amount of time? 




49. T do you agree with her? do you agree? or you want a clearer more clear 
answer? so who can give me the answer? do you think the option she has 
chosen is ‘the right amount of time’ is OK? the right amount of time? [some 
pupils say ‘yes’] thank you very much get back to your seat well done  
50. T now you please come up is it ‘the right amount of time’? yes OK fine thank you  
51. T let’s move on to the next question why do you think he spends too much? 
…there also they have given …we can see three options here also... why do 
you think he spends too much /too little/ the right amount of time? I thought 
something else would be there but same questions why do you think he 
spends too much /too little/ the right amount of time? ‘the right amount’ we 
have chosen ‘the right amount’ why? from that corner you Purnima, yes. 
please tell me xxx hands 
52. S xx to get a good result  
53. T to get a good result yes that’s true thank you very much you are right to get a 
good result thank you  
54. T now the last question in exercise B why do you think Zishan studies on 
Fridays? when we have gone through the text we have seen that Zishan also 
spends time on holidays on studies so the question is why do you think Zishan 
studies on Fridays …we have seen that… you stand up yes 
55. S Zishan studies on Fridays because it’s important to continue or practice in 
studies if we don’t keep on practicing them it is possible for us to forget them if 
we = 
56. T [T interrupts to provide feedback] = forget them that’s why he takes an extra 
measure …he spends his time studying on Fridays thank you very much thank 
you very much 
57. T now let’s do one er another activity and we have about …you know about 
debates don’t you? you know about debates now let’s try to arrange a debate 
in the class OK? our motion will be…… excuse me take your seat thank you 
very much our motion will be …in a debate there is a motion there is always a 
motion ‘all work and no play will make Zishan a dull boy’ let me write it down 
on the board and please start thinking about it I will point at some girls they will 
debate with each other some of you have to talk in favour of this motion and 
some of you have to talk against it OK?  
58. T OK fine I am writing it down on the board [T starts writing on the board and 
continues speaking] all work and no play …this is our motion…all work and no 
play will make Zishan a dull boy [speaks slowly as she writes] all work and no 
play make Zishan a dull boy  
59. T [12m 40s] so you know you don’t… I can’t give you a choice here you don’t 
have any choice I will select and you have to talk I am going to select girls erm 




OK Tania from this row you are going to talk in favour of it (T finds the student 
smiling) oh you have got very happy you got very happy in favour of it and I 
will count those girls they are very smart to talk against of it OK? you know 
when you have to talk against of it you have to arrange many points xxx 
60. T so from this row you please stand up another prefect of mine your name 
please (S replies Faiza) and you are also going to talk in favour of this motion 
you please Tania OK you are going to talk about… against of it against you 
you will speak against tumi against e bolbe [= you will speak against]  …xxx 
you please stand up so you Ismat OK you four OK we are going to do 
this…with this four so against where are the smartest girls? you two will say 
something against the motion at first I will move on to the girls who are going 
to talk in favour of the motion at first you the motion is all work and no play will 
make Zishan a dull boy and you are also in favour you have to find out some 
other points don’t say the same points try at least try OK? we are not that good 
but we can try practice will make us perfect yes you two come here OK you 
later on yes …please… 
61. S1 [15m 1s] we all know all work and no play will make Zishan a dull boy we all 
know play is very important for us it helps in our physical development and xx 
it x also our mental development and we socialise through the playing with the 
society we make friends and sometimes also enemies [S1 chuckles]  
62. T enemy? [joins the laughter]  
63. S1 [continues] OK OK and so if we work all the time then we don’t get time to play 
if Zishan does the same he won’t get time to play so he won’t socialise and er 
his mental and physical development will not be proper so can say that all 
work and no play will make Zishan a dull boy [15m 58s] 
64. T thank you very much now xxx you come forward… it’s wonderful give her a big 
hand my god she has placed her voice very well thank you thank you very 
much you were excellent 
65. T [16m 12s] now you please against [to the next student] 
66. S2 [16m 15s] OK so today’s motion is all work and no play will make Zishan a dull 
boy well, basing on the present situation of our country it is obvious that we do 
not go to playgrounds to play different types of games we are often playing 
different types of video games or computer games which is making us a dull 
boy not…er… making us brilliant so I do not think this motion is correct and 
basing on all work does not mean all works have to be dull and boring it can 
be interesting and we just need some definite effective measures to make this 
work so i think that all …boy is not a correct motion xxx it is not enhancing 
Zishan’s x on xx one side 
67. T [17m 10s] OK your point as far as I got xxx OK thank you very much have you 
understood (to the class)? OK, you please come out here xxx what’s written is 




plays or something like that so please say something time is running out so we 
have to [17m 41s] 
68. S3 doing the same work again and again Zishan ought to be boring and 
monotonous er playing is one type of entertainment to develop our brain and 
body play is very important and we can’t do the same monotonous work again 
and again and yeah it’s not like we only get physical structure and socialising 
through play play also affects our brain we can learn communication skill we 
can also know and also [T says ‘leadership skill’] leadership skills we can know 
how to behave with others and understand others it would I think it would xxx 
69. T OK thank you very much she made her point please come forward xxx how do 
you feel? [she giggles as she comes forward] OK now tell me xx (the motion 
of) the debate… all work no play that’s your team mate so say something give 
your points [18m 48s] 
70. T today’s motion is all work and no play will make Zishan a dull boy my 
argument is Zishan gets time to play so I don’t think that he needs extra time 
to play in the playground or any other parts or something he gets time to play 
at school xxx he gets time to (T: hold it hold it here OK? so that we can hear) 
he can develop his physical er  
71. T [interferes] physical? all work and no play it’s written here all work all the time 
he will work and no play is that clear? so you are telling that in the school he 
gets time to play but it is written here that all work we don’t see any physical 
activity in Zishan’s class routine right? is there any physical activity is it 
mentioned here? is any physical activity mentioned here?  
72. Ss xxx [T continues no so doesn’t matter thank you very much you have made 
your point everybody please give her a big hand [20m 20s]  
73. T so girls tell me these two girls have given their points in favour of this and two 
other girls given points against that so what do you think? who are the 
winners? these two girls? or these two girls 
74. Ss xxx 
75. T this er who wants to talk? those two girls? you know the motion is like that but 
you have done wonderful you have done wonderful this takes extra smartness 
to go against a motion like this you understand? so they are actually very good 
and you too xxx everybody let’s go for a big clap yes wonderful so let’s move 
on to the OK now girls from this lesson what you have to do (is) please 
prepare I am going to give you homework 
76. T [sets homework] make your own daily routine actually I don’t want to give it like 
this  write a paragraph please write it down girls we have seen a debate it’s not 
the real one but very close to it right? so it’s wonderful we should do it 
frequently right? for the half yearly we did it but now in the annual I am trying 




77. T OK have you written down? paragraph on your daily routine it’s your 
homework and keep the diary beside you because we going to start lesson 2 
there is a poem in lesson 2 so who takes interest in poems? [22m 20s] 
78. T you know girls in this regard I want to tell you that you know when at our time 
when I was a student we had two or three poems and that time we used to 
memorise poems but in present time you are not supposed to memorise 
because it’s not in syllabus and I am very much upset about it you know if you 
want to learn a language you have to know about the literature of that 
language this English for Today is very useful but I think somewhere er it’s not 
sufficient 
79. T OK we are learning communicative english may I come in? come here 
instructions assertive sentences it’s all about communication I think they 
should have more than this yes there is a poem ‘leisure’ right? so homework 
on that page yes it’s next to lesson 1 Shefali leisure right? so we should have 
more poem only this poem and there is another one a rhyme but it’s wonderful 
to have this …this is a beautiful poem OK  
80. T who takes interest in poems? raise your hands don’t lie don’t xxx just tell me 
the truth so do you recite poems? [Some nod their heads and a few voices are 
heard saying ‘yes’] you know recitation will improve your pronunciation you 
know the projection of voices…please try it at home standing in front of the 
mirror sometimes when you are at home look at the mirror and recite it will 
help you a lot believe me take my word take my word and though I am not very 
good I will try my level best to recite [24m 45s] I want you er to recite along 
with me first I will and then you why? because then you will know how to recite 
then I will go for the inner meaning of the poem OK? fine ‘Leisure’ written by 
William Henry Davies and he is a British poet OK? I er xxx let’s read the poem 
we don’t have much time [T begins reciting the poem line by line followed by 
the pupils repeating after her] [26m 23s] [before reading the penultimate line t 
draws attention of students] you know there is a comma in between [then they 
pick up reading again] [26m 42s] 
81. T so girls this is how we should we have to maintain the intonation OK? 
stress…do you understand? so how is it? recitation how is it? bad? boring? 
you have to try to understand you know girls poem is a what to say kind of 
medium through what a person can express his emotion, OK, in a very 
beautiful way [27m 20s ] and ornamentation poems are …you see …simile is 
there metaphor is there you don’t know about these two terms I think similes 
metaphors many more there I was a student of literature teaching you guys 
handy English for Today all the time I have forgotten many things [27m 40s] 
OK now leisure what is there in the poem? what’s the inner meaning? it is the 
first four lines …what is this life if full of care …Monika please stand up yes so 
tell me what do you understand by the first line? what is this life if full of care? 
what have you understood? full of care? who can tell me? let me see (who is) 
the smart(est) girl in the class full of care you once again? from the back can 




82. T today we have very few students in the class it’s a very poor turn out every day 
huge number of students because it’s a rainy day (smiles) many girls many 
girls excuse me my dear prefect stand up tell me how many people are absent 
today? [prefect says 31, 31 are] altogether how many girls are absent today? 
(31) 31 girls 31 girls absent today my god out of 73 we are 73 in number and 
31 girls are absent oh my god so i am very upset you know once again these 
girls haven’t come i have to discuss a bit i have to deal with this previous 
lesson a bit otherwise they will be the sufferer it’s not heavy rain outside it’s 
not torrential rain? so why haven’t they come? [a student attempts to say 
something] hmm there is a Bangla word fakibaaz [=shirker] they like to skip 
OK, take your seat  [29m 38s] so, full of care what do you understand? 
83. S xx  
84. T wonderful it’s really wonderful to know that you have read the poem do you 
take an interest in poems? you haven’t raised your hand at that time you don’t 
take interest in poems? what do you take interest in? fine but give it a try why 
don’t you try a bit OK? ektu dekho [=do try] bangla and english OK? so why 
we have no time to stand and stare beneath the bough what do you 
understand by ‘beneath’ do you have any idea? from that corner I want to ask 
a question you please stand up your name is? Rusaida please tell me do you 
understand the word ‘beneath’?  
85. S under something 
86. T under something she is right below under something wonderful and ‘boughs’?  
87. S (branches) 
88. T [reinforces the answer] firm branch. branches of trees thank you very much 
take your seat I have forgotten to talk about the key words we have two key 
words here stare and streams you know about streams I think do you know? 
oh most of you don’t know have you had your breakfast today properly? I don’t 
think so that’s why you can’t raise your voice [31m 37s] 
89. T one minute do you know the meaning of ‘streams’? 
90. Ss yes 
91. T obviously streams small rivers but ‘stare’?  
92. S [answers in Bangla]  
93. T can you tell me the English meaning?  
94. S to … [T does not wait for her to finish] 
95. T to keep looking at something fixedly [the student says the meaning after the 




96. T up to this point you know the poet wants to talk about the life which is full of 
care mainly the life we adults and you too oh my god you too you always 
remain busy with your studies most of the time you have a vast curriculum you 
have to concentrate on your studies so full of care right? do we have time to 
stand for and stare at the simplest things of nature? no we don’t get enough 
time at least not on a regular basis regularly parina [a student mentions 
‘vacation’] no when we get vacation then your parents take you to the 
countryside maybe but otherwise you don’t get right? so these simple things of 
life where the squirrels hide …have you seen squirrels? I go to ramna park 
sometimes for morning work I see many squirrels over there though I also 
don’t get the time now xxx over there I saw about squirrels you know squirrels 
right? [33m 26s] it’s a beautiful creature you know and it’s very restless so 
when the squirrels hide these nuts it’s a won-der-ful thing if you have that mind 
it’s wonderful and you are the children of technology modern technology…this 
is a life of modern technology na?  so you don’t you take interest in mobile 
phones video games sorry computer games this and that social networking 
you are very interested in you know…so please think about nature nature is a 
pure thing it’s not artificial the other things are artificial and please take care of 
yourselves I understand you have technology right beside your hand but don’t 
use it too much you please stand up and tell me what’s the bad effect of 
technology? just two lines [34m 36s] 
97. S xx we do not look at other things which are full of mystery xxx we don’t 
socialise xxx 
98. T wonderful give her a big hand you all are very good  
99. T that’s the thing so you have to go through the lesson please practice recitation 
though it’s not in your syllabus don’t bother about the syllabus listen to me girls 
I know I am experienced that’s why I am telling you I may not know many 
things – that is not the point here but I know recitation improves pronunciation 
your pronunciation and many things xxx  
100. T so leisure time here the poet is talking about the busy life we are having we 
don’t have time to look here and there to get close to the nature which is xxx 
we have to get back to the nature right? so in this poem William Henry Davies 
talks about in the last two lines he says that we should have some time to 
stand and stare you have to maintain a daily routine properly so that 
sometimes you have the recess to stand and stare do you understand? 
101. T it’s up to u so girls what class do you have in the 3rd period? [S: science] 
science please don’t disturb you are naughty I know and behave well with the 
teacher and please have a nice day today OK? and don’t disturb others and 
don’t go outside the room by twos or threes no don’t do it prefects take care of 
the matter but I’m worried because many girls haven’t come today xxx 
102. T I am going to discuss the two other questions in my next class there are two 




why? we are going to discuss in the next class do you think people often do 
not have time to enjoy the beauty of nature? give reasons 
103. T and what’s my suggestions to you is have a daily routine a proper one discuss 
it first discuss it with your parents and please do your activity on time so that 
you can get some what girls? [Ss say ‘leisure’] OK get some recess get some 
leisure time it’s up to you  
104. T thank you very much you were all wonderful everybody clap your hands you 




Appendix 21: Transcript of an excerpt about my fieldwork 
experience  
(from my conversation with Adil & Shuvo on 23/12/2017)  
One faithful companion I acquired as I began my fieldwork was anxiety. I can remember 
how real these moments of anxiety have been. I think I had anxiety throughout, from the 
beginning to the end. Well, I am still not done with it, I am nearing the end of my time on 
the field, but so far, whatever I have done I think I have always faced some type and level 
of anxiety. I don’t know if I can describe my experiences of anxiety in a systematic or 
organized manner, but there are a number of them. If I have to begin with one, maybe I 
can start by telling you about the early stage of my fieldwork. The time when…after coming 
to Bangladesh… the first question that popped up was ‘Who will be my participants?’ and 
‘How can I access them?’ I had an idea (or ideal?) in my mind. I thought the best way, or 
perhaps the right way would be to go to different institutions, invite the teachers who fit my 
criteria, and then whosoever was interested, whosoever got in touch with an interest could 
be included in the research. That should have been the ideal way to go about it, I thought. 
But then there were practical difficulties to deal with. You know how tough it is to get 
around in this country. Travelling is hazardous and time consuming too, so I ended up 
approaching people I knew, rather than approaching total strangers, with the request to put 
me in touch with potential participants. So I had this feeling… guilty feeling that I was 
probably not doing it properly. But then again, I made sure that I did not include anyone I 
had known beforehand. So I was not being dishonest. I was approaching the potential 
participants through mutual contacts. That’s acceptable in research, as far as I 
understand. But I always had this anxiety arising from my concern for ethical practices.  
Another moment of anxiety was when I had to get the participants to sign the consent 
forms. As I met the interested teachers, I told them about my research topic, what the 
research involved, and what they would be required to do. I told them clearly but did not 
disclose details so as to avoid making them self-conscious or biased. I discussed the 
information sheet with them, made it clear to them that they could opt out any time. That 
they could withdraw from the research if they wanted. That they will be anonymous… 
anonymized. I was trying to make sure that I had participants from urban as well as 




where I wanted to begin my work. And when I was thinking of choosing one school from a 
couple of options, I was also thinking of a safe place to stay in, because I would have to 
stay there for some days, probably weeks, and come back again if required. So it had to 
be safe for me, and convenient for me too. Otherwise, suppose I chose a school in an area 
where I didn’t know anyone, and it was at a time when there were a lot of issues around, 
as you are aware of, and I could have been a target. If I was attacked and there was 
nobody to protect me… so safety and security was a major consideration. I had a number 
of options…so I was thinking, should I go to, let’s say, Sylhet, or Cumilla? Or somewhere 
else? In Sylhet I had this friend, or Mymensing I had this relative there? Or in Feni I had a 
cousin there? Finding a place to stay in was a big determinant in selecting the school in 
the end. In the area in which I finally conducted my interviews and observation, there were 
two schools. I got positive responses from both schools when I contacted the heads. One 
of them was old and large while the other was new and small, relatively speaking. I chose 
the large school. Because in both places the head teachers were cooperative, they 
accepted the invitation and told me that they would talk to the English teachers and said 
that they thought that English teachers would not object. But I requested them to discuss it 
freely because there should not be any pressure or coercion to participate. Now 
approaching the head teachers and the English teachers, telling them what the research 
involved in words that would not put them off, I remember that in those moments I was full 
of anxiety. Because I was someone coming from the university, someone who was doing a 
PhD in London, and they were in the rural area teaching in a rural school with limited 
facilities. Many of the English teachers, they had not gone to university. They had studied 
in local colleges. So I was thinking of their mental states, how they were feeling. I was 
trying to figure out how they would respond to my presence and to my questions. Will they 
feel pressurized? Is their reputation or is their face at risk? Am I putting them in some kind 
of embarrassing situations by asking certain questions? I knew I was not putting them in 
that situation. But I was trying to second guess what they would be thinking and how they 
would be thinking. So, essentially, my anxiety stemmed from my concern for their face, 
their comfort and their ease. Putting them at ease and getting them to behave as they 
normally would was the main challenge and I decided that I would have to purchase some 
clothes that would make me look like the teachers at the school, and not like one from 
London. I changed my leather briefcase for a cheaper one, changed my shoes for slippers, 




that time of the season. I was anxious to look like them, to be one of them. I was thinking 
how I could make myself nearly invisible during lesson observations.  
Then in the urban school all students were girls. You know the culture here in our country! 
Being the only man in the class -- the teachers were female there -- I had to sit in a corner, 
at a ‘safe’ distance, you know what I mean, and I had to make sure I was observing the 
class and at the same time not give the girls the impression that I was staring at them! 
That would be inappropriate, you know! That was one concern. Another concern was my 
consent forms, which teachers were suspicious about, apparently. Then the interviews… 
during the interviews I thought…as my supervisors reminded me…I should be inviting 
them to comment on the lesson, on how they planned it and what they were trying to 
achieve through the activities, but not ask any ‘leading questions’. Your questions should 
not be unbiased. Your questions should not lead participants to particular answers. The 
data should come naturally, so that you get a true representation of their goals and their 
practices. These were some of the words that I had at the back of my mind. When I was 
interviewing them, I could see that they were talking about this, and talking about that 
without really coming to the point of my question. So I had this uneasy feeling. I was not 
getting them to talk about the principles that I was interested in…They were talking 
generally about different limitations and constraints, about the pupils and about education 
in general in Bangladesh. But they were slow to talk about their pedagogical beliefs and 
their rationale for their classroom practices. I waited for them to explain their teaching 
practices but sometimes they wouldn’t get the questions, so I had to rephrase them. I was 
getting anxious because I was not getting them to talk about the issues I was interested in. 
I kept in touch with the teacher through phone and I had to go back to them a few months 
after the first round of observation and interviews had been completed. To my relief, I 
found that the teachers were opening up more and more when I met them later. I had the 
opportunity to read out my lesson summaries and observation notes, get their comments 




Appendix 22: Sample interview transcript  
Mofakkharul & Borhan, interview 3, Post lesson on 27/05/17 
Researcher: m¨vi, Avcbv‡K w`‡q ïiæ Kwi| Avcbvi cÖ_g †h K¬vkUv Avwg †`‡LwQ †mUv n‡”Q 21 Zvwi‡L (21 
May 2017) affirmative থেকে negative| ত ো GB welqUv wQj ÷z‡W›U‡`i Avcwb sentence w`‡q‡Qb wKQz 
†ev‡W© wj‡L| c‡i ÷z‡W›U‡`i‡K e‡j‡Qb †m¸‡jv‡K affirmative থেকে negative Ki‡Z| GLv‡b m¨vi Avwg 
†hUv Rvb‡Z PvB grammar Uv †dvKvm wQj †gBbwj, bvwK m¨vi? Avcwb wK ai‡bi materials e¨envi K‡ib, 
gv‡b grammar শেখান ার জন ে? GUv Z m¨vi wØZxq cÎ wQj| GUv GKUz e‡jb wK ai‡bi materials e¨envi 
K‡ib| 
BH: wØZxq c‡Î Avgiv †h KvRUv Kwi m¨vi wewfbœ MÖvgvi †_‡K mnR Dcv‡q Ges †h technique d‡jv 
েরকে সহকে বুঝকে পারকব GiKg wKQz Avwg diaryশে note েরর Zvici G¸‡jv poster AvKv‡i Kwi 
Ges poster Uv Avwg tack েকর থেই Ges Zvici Zviv এখান থেকে collect K‡i থনয়| technique গুকো 
থেরখকয় থেই রেভাকব changing টা েরা যাকব বা কখন া wbqgUv wj‡L থেই ms‡ÿ‡c rule-Uv wj‡L থেই| োরা 
note K‡i থনয়| পকর থেষ্টা K‡i| 
Researcher: m¨vi, GUvi Rb¨ Avcwb wK †Kvb eB d‡jv K‡ib K¬v‡k ev hLb Avcwb wb‡R †bvU ‰Zwi K‡ib? 
BH: K¬v‡k ej‡Z K¬v‡ki evwn‡i KvRUv Kwi| note Kiv ev poster Kiv  
Researcher: G‡ÿ‡Î Avcbvi wK ai‡Yi g¨v‡Uwiqvj Avcbvi Kv‡R লোগে KviY †ev‡W©iI GKUv eB Av‡Q? 
BH: ‡ev‡W©i eB use Kwi cvkvcvwk reference eB wnmv‡e wewfbœ cÖKvkYxi eB Av‡Q G¸‡jv d‡jv Kwi| Avwg 
Avgvi Avw½‡K ev †UKwb‡K welqUv mnR Kivi †Póv Kwi| †`Lv hv‡”Q †h, †ev‡W©i MÖvgv‡ii eB‡qi g‡a¨ ev wewfbœ 
cÖKvkYxi eB‡qi g‡a¨ GKUv rule we¯ÍvwiZ †jLv Av‡Q Zv Avwg †Póv Kwi ms‡ÿc Kivi Rb¨|   
H KvRUv Kwi Avi cvkvcvwk multimedia iæg মাকঝ মাকঝ e¨envi Kwi| Avi G‡ÿ‡Î rule, D`vniY Avi 
practice Z †ewk Riæix| rule Gi মকো K‡i eB‡qi g‡a¨ mvgvb¨ wKQz D`vniY _v‡K Avgiv Gÿ‡Î wewfbœ test 
paper †_‡K ev wewfbœ reference †_‡K Avgiv D`vniY¸‡jv msMÖn Kwi| KLbI notebook-এ ev mobile-এ 
Avwg msMÖn Kwi| †gvevBj †_‡K †bvU eyK AvKv‡i e¨envi Kiv hvq ‡gvevBj †_‡KI mn‡R e¨envi Kiv hvq|  
Researcher: GB cÖkœ̧ ‡jv g~jZ m¨v‡ii (MK)| m¨vi Avcwb-Z MÖvgvi covb hw` wKQz add Ki‡Z Pvb| hw`I 




MK: same-B m¨vi| g~jZ Avgiv Z †hUv cove GUv c‡o cÖ_‡g structure UvB‡ci poster A_ev 
blackboard-G Avgiv Z †cv÷v‡ii KvRUv eø¨vK †ev‡W© wj‡L A‡bK mgq †dvKvm K‡i †`B| GB ai‡Yi n‡Z 
cv‡i ÷z‡W›Uiv hv‡Z mn‡RB GUv eyS‡Z cv‡i| welqUv mswÿß AvKv‡i যাকে g‡b ivL‡Z cv‡i| GUvi GKUv 
structure point K¬v‡k focus Kwi|  
Researcher: m¨vi, Avgiv second lesson G P‡j hvB| †mB K¬vkUv gvwëwgwWqv iæ‡g m¤¢eZ GB iæ‡g 
GUv wQj English for Today GB eBUv †_‡K... nv GB eBUv †_‡KB cÖ_‡g Avcwb wKQz image †`Lv‡jb 
†hgb - aeroplane Gi Zvic‡i airport Gi Z m¨vi GB image¸‡jv †Kb †`Lv‡jb? 
BH: m¨vi image¸‡jv †`Lv‡bvi D‡Ïk¨ wQj G iKg Zv‡`i‡K image¸‡jv m¤ú‡K© wKQz speaking েরাকনা বা 
েো বোকনা| Avm‡j EFT GB অংশটা wQj speaking m¤ú‡K©| GUv part A wQj, part B wQj reading 
m¤ú‡K©| GB Qwe¸‡jv w`‡q Avwg †Póv K‡iwQ wKQz K_v দুই এেটা েো  Bs‡iRx‡Z ejv‡Z ev wKQz cÖkœ Bs‡iRx‡Z 
K‡i যরে Bs‡iRx‡Z DËi cvIqv hvq| Avi wØZxq AvR‡Ki †h cvU©Uv cove Zv‡`i‡K Avwg ewjwb †h AvR‡K wK 
cove Zviv †hb Qwe¸‡jv †`‡L eyS‡Z cv‡i AvR‡K পডা েী হকে cv‡i| Zv‡`i gyL †_‡K †ei Kiv nq †h AvR‡K 
GB cvU©Uv wK n‡Z cv‡i| 
Researcher: Av”Qv, Av”Qv, gv‡b Zviv aviYv cv‡”Q †h AvR‡Ki †jmbUv GB welq wb‡q n‡e, gv‡b এটা 
brain-storming বো যায়|  
BH: yes, brain-storming 
Researcher: Zvic‡i †hUv wQj ÷z‡W›Uiv eB †_‡K coj †hgb GKRb ÷z‡W›U coj Avi GKRb ÷z‡W›U 
†mUv evsjvq A_©Uv Kij| m¨vi, GUvi D‡Ïk¨Uv wK?  
BH: GUvi D‡Ïk¨ wQj cÖ_‡g GB c¨v‡mRUv cyivUv reading co‡Z cv‡i wKbv ev GLv‡b †Kvb RwUj word 
Av‡Q wKbv ev †hUv KwVb লানে| similar word ev বাংো meaning| 
Researcher: nv wKQz wKQz IqvW© †ev‡W© Avcwb wj‡L w`‡qwQ‡jb| †mUvi D‡Ïk¨ wK wQj? 
BH: †mUvi D‡Ïk¨ wQj †h A‡bK ÷z‡W›U Av‡Q GB wordUv D”PviY Ki‡Z cv‡i bv ev A‡bK ÷z‡W›U Av‡Q GB 
wordUvi meaning Rv‡b bv| D”PviY Ges meaning ỳÕUvB †kLv‡bvi D‡Ïk¨ wQj|  




BH: passageUv hv‡Z ey‡S fvj K‡i| Avm‡j reading এর মকযে translation hw` bv Kiv nq Zvn‡j Z 
eyS‡e bv passageUv wK m¤ú‡K©| কী কথা আনে এখান | Avi passageUvi Dci base K‡i Zviv cÖ‡kœi 
DËi w`‡e| Avi hw` Zviv bv ey‡S Zvn‡j cÖkœ̧ ‡jvi DËi †`Iqv m¤¢e bv|  
Researcher: Avcbvi hw` wKQz add Kivi _v‡K| m¨vi ej‡jb wKQz word ‡ev‡W© wj‡L D”PviYUv Rv‡b wK 
bv ev meaning Uv Ki‡Z cv‡i wK bv †m Rb¨ wKQz IqvW© †ev‡W© wjL‡jb| Avi Av‡iKUv wRwbm nj c‡o c‡o 
UªvÝ‡jU K‡i Zviv ey‡S wKbv †mUv wbwðZ nIqvi Rb¨| 
MK: ‡mUv cÖvq same-B Z A‡bKUv Z‡e G¸‡jv eySv‡bv Rb¨ AviI hw` †Kvb DcKiY set Kiv hvq †hgb 
writing, uttering hw` meaning eySv‡bvi Rb¨ †Kvb GKUv picture use েরকে পারর Zvn‡j AviI 
ZvivZvwi meaning eySv‡bv hv‡e| †hgb †QvU ev”Pv‡`i eB †_‡K Qwe w`‡q †`Lv‡bv hvq|  
BH: nu¨v nu¨v m¨vi †hgb GKUv IqvW© wQj lunch* (=lounge) Avb‡›`i Kÿ| GUv m¨vi A‡b‡K Rv‡b bv Avwg 
GUv cwiPq Kiv‡bvi †Póv K‡iwQ| 
Researcher: bv Avgiv GB IqvW ©Uv Kg e¨envi Kwi Avgv‡`i wek¦we`¨vj‡q wkÿK‡`i Av‡Q GKUv| Avgiv 
lounge ewj Gqvi‡cv‡U VIP lounge _v‡K| ‡gvUv‡gvwU... রেন্তু word Uv Kgb bv|  
MK: word Gi †ÿ‡Î cÖ¨vKwU‡Kwj m¨vi Avgvi Av‡Mi K_v g‡b c‡o hvq Peter Foster wQj Avgvi K¬v‡ki 
wfwR‡U (Researcher: Avcbvi †devwiU wQj)| class seven Gi K¬vk wbw”Qjvg HLv‡b afraid kãUv 
eySvBevi Rb¨ Avwg GKUv cøvw÷‡Ki mvc wb‡q wM‡qwQjvg K¬v‡k ZLb H mvcUv †`Lv‡bvi c‡i really afraid… 
are you afraid of? ZLb †m wVKB fq †c‡qwQj Ggwb m¨vi wcKPv‡ii mv‡_ vocab g¨vP K‡i Zv‡`i‡K gv‡b 
wjsK Kivi Rb¨ Avgvi †QvU ev”Pv‡K cov‡bvi mgq Avwg †`†LwQ A‡bK kã Avwg hLb Bs‡iRx‡Z D”PviY K‡iwQ 
†h GUv wK ZLb †m wKQzB ey‡S bv †QvÆ GK`g banana †m wb‡RB e‡j †d‡j‡Q Kjv| banana k‡ãi A_© 
Kjv Zv‡K ej‡Z nqwb ïay picture added _vKvi Kvi‡Y Zvi understanding ZvivZvwi n‡q †M‡Q|  
Researcher: †m Rb¨ †gvUvgywU picture e¨envi Kiv hvq| m¨vi G‡ÿ‡Î Z wKQz wKQz word Av‡Q picture 
e¨envi Kiv KwVb †hgb- honesty eySv‡bv hv‡e bv| Z‡e afraid Uv fvj eywS‡q‡Qb hw`I Qwe bvB Zv eySv‡bvi 
Rb¨ mvc G‡bwQ‡jb|  
MK: Z‡e wKQz wKQz matching K‡i eySv‡bv hvq honesty Gi †ÿ‡Î honest man থে থেরখকয় honesty 
Gi রেকে divert Kiv hvq: He is an honest man 
Researcher: m¨vi, Zvn‡j 3 b¤̂i †jmbUv‡Z hvB| ‡mUv wQj dialogue writing GKB w`‡b wQj Avcwb 
doctor I patient Gi g‡a¨ GKUv Qwe †`wL‡q‡Qb on screen G c‡i dialogueUv practice K‡i‡Q| Qwe 




BH: QweUv †`Lv‡bvi †h positionUv Ges langauge Gi positionUv A‡bKUv GKB iKg wQj| QweUvi 
positionUv †`L‡j langauge Gi position Uv AvqË n‡q hvq| eySv hvq wK wb‡q Av‡jvPbv n‡”Q|  
Researcher: m¨vi Qwe¸‡jv Avcwb †Kv_v ‡_‡K Kv‡j± K‡i‡Qb ev WvqvjM¸‡jv ‡Kv_v ‡_‡K wb‡q‡Qb ev 
Avcwb wKfv‡e ˆZwi K‡i‡Qb? 
BH: Qwe¸‡jv net †_‡K Kv‡j± K‡iwQ| net †_‡K ej‡Z wkÿK evZvqb †_‡K †hgb www. 
teachers.gov.bd. wkÿKiv GLv‡b upload K‡i Avi Ab¨ wkÿKiv download K‡i| gv‡b sharing 
nq| 
Researcher: GUv wK †evW© †_‡K †Kvb wb‡ ©̀kbv †`Iqv Av‡Q ev wkÿv wgwbwóª †_‡K? 
BH: nu¨v nu¨v †`Iqv Av‡Q| GLv‡b welq wfwËK AvBwW Ki‡Z nq| 
Researcher: WvqjM Gi e¨vcviUv GUv wK Zviv cvidg© K‡i? GLv‡b Zviv ïay †ev‡W© wj‡L bvwK Ab¨ K¬v‡k 
cvidg© K‡i wK bv? 
BH: GUv Av‡M Avgiv provide Kwi Zvici wKQzUv memorise K‡i| োরপর রেছুটা perform েকর 
Researcher: Av”Qv Avcwb †hUv ej‡jb Av‡M wRwbmUv memorise K‡i Zvici practice Kivb| m¨vi 
K¬v‡k wK iKg practice Kiv‡bv nq? Avcbvi wK †Kvb mgm¨vq nq practice Kiv‡Z? †h‡nZz ejwQ‡jb A‡bK 
student| 
BH: Avm‡j Avgv‡`i A‡bK student D”PviYUv fvjfv‡e Ki‡Z cv‡i bv hvi Kvi‡Y Avgiv practice GZUv 
†Rviv‡jv Ki‡Z cvwi bv| nqZ hviv fvj student Av‡Q Zv‡`i‡K w`‡q ‡`Lv‡bv nq wKfv‡e dialogue Uv 
Ki‡Z nq|   
Researcher: Avgvi g‡b nq student iv hviv cvi‡Q bv ev pronunciation-G mgm¨v wKQz GLb Avgvi Z 
g‡b nq Zv‡`i‡K †ewk †ewk cÖ¨vKwUm Ki‡Z n‡e| KviY bv n‡j Z gyL w`‡q †ei n‡e bv| 
BH: এটা েরা যায়, েকব আমাকের †ewk student Gi Kvi‡Y GKUz mgm¨v n‡Z cv‡i|  
MK: Avi †ewk student Gi Kvi‡Y Avgv‡`i wb‡R‡`i energy অকনে less n‡q hvq| সময় এ cover 
হকেনা| weak student এর োকছ থযকে পাররছনা| 
Researcher: ‡¯úkvj K¬v‡k †Kvb my‡hvM bvB ỳe©j ÷z‡W›U Avjv`v K‡i পডাকনার েকনে? 




MK: Avgv‡`i we‡kl K¬v‡k GiKg cov‡bv nq| থসখাকন 50-60 Rb ÷z‡W›U োকে| থেষ্টা েরা হয় 
BH: শেষ্টা করা হয় 
Researcher: m¨vi GUv wb‡q GKUv c‡q›U Av‡Q KvwiKzjvg এ আকছ teacher-student ratio wkÿvbxwZi 
Av‡jv‡K Kgv‡bv n‡e ev †hUv optimum †mUv Kiv n‡e| Z GUv wb‡q Avwg †nW m¨v‡ii mv‡_ K_v e‡j †`‡LwQ 
†h Kgv‡bv Z ~̀‡ii K_v উকটা Wvej n‡q †M‡Q ‡ewk GgbwK Ab¨vb¨ ¯‹z‡jI ZvB|   
Researcher: Avcbvi cÖ_g K¬vkUv wQj degree of comparison †mLv‡b Avcwb wRÁvmv Ki‡jb K‡qKRb 
÷z‡W›U‡K ùvo Kiv‡jb Zvici Zv‡`i‡K tall taller tallest eySv‡jb| GB iKg †Kb Zv‡`i‡K `vuov‡Z 
ej‡jb? †Kb Zv‡`i‡K D`vni‡Y e¨envi Ki‡jb? 
MK: Avm‡j D`vniYUv †`Iqvi A_© nj degree of comparison Uv hv‡Z mn‡R eyS‡Z cv‡i| positive 
comparative superlative hv‡Z compare েরকে পাকর| থসরেন আরম unprepared অবস্থায় class- Uv 
ন নয়নে| GUv Avevi eø¨vK †ev‡W© GKUv structureI ‡`Iqv nq| থসরেন থেওয়া হয়রন| positive 
comparative superlative †K sentence pattern G cwieZ©b Kivi Rb¨ Av‡iKUv structure e¨envi 
Kwi| adjective এর পূনবে যনি the শিয়া থানক, োহনল ... one of the থাকনল very few…than any 
other/ than most other…  gv‡b A‡bK eo †cv÷vi use েরা হয়| 
Researcher: K‡qKRb ÷z‡W›U wbqgUv ejwQj| wbqgUv Z g‡b nj wbqgUv Zviv fvjB g‡b †i‡L‡Q| Avcbvi 
wK g‡b হয় †gvUvgywU me ÷z‡W›U wbqgUv g‡b iv‡L?  
MK: nu¨v ‡gvUvgywU majority of student এর োকছB এB rule টা েকে থেকছ †ewkifvM ÷z‡W›UB wbqgUv g‡b 
ivLvi †Póv K‡i|  
Researcher: Avcwb †k‡li w`‡K ÷z‡W›U‡`i‡K Mvb MvB‡Z ej‡jb Avwg †hUv †Lqvj Kijvg me ÷z‡W›UB H 
†g‡qUv‡K †`LwQj Ges gb‡hvM w`‡q ïbwQj Z GUv †Kb Ki‡jb? 
MK: GUv m¨vi Avgiv hLb latest CPD training Kwi ZLb †`LwQ Avgv‡`i hLb GbvwR© K‡g hv‡”Q ZLb 
K¬v‡ki g‡a¨ m¨v‡iiv GUv Avgv‡`i KivBথে DrmvwnZ েরকেন Ges energy wdwi‡q Avbvi Rb¨ ev ÷z‡W›U‡`i‡K 
GKUv nvm¨¾¡j cwi‡e‡k hv‡Z োরা wkL‡Z cv‡i| BEd training এর সমকয় school এ থযকয় থযকয় practice 
teaching েরোম. যখন lesson plan গুকো tranier থের রেোম, েখন থমকহর আফোব madam, one of 
the trainers, বেকেন আে এেটা class visit েকর থেোম, এেটা হারস থেখোম না sir এর মুকখ. রেরন একো 
displeased হকেন similing face োো, োকের enjoyment এর েকনে প্রফুকলা রাখার েকনে it will be 




Researcher: gv‡S gv‡S wK Iiv Bswj‡k Mvb K‡i বা perform কনর? 
MK: Bswj‡k Avgv‡`i †ewkifvM student Ki‡Z cv‡i bv Z‡e BRAC Gi training Gi gva¨‡g Avgiv we 
shall overcome GB ai‡Yi Mvb Avgv‡`i student-iv K‡i| 
Researcher: GB iKg enjoyment বা entertainment Avi †Kvb K¬vk ev Ab¨ wKQz wK Kiv nq Zv‡`i 
spirit evov‡bi Rb¨? 
BH: n¨vu A‡bK mgq Kiv nq| ধাাঁ ধা বেবহার কনর 
MK: word building GKUv games Gi gZ K‡i Kiv nq| 
Researcher: second lesson এ †`Ljvg ÷z‡W›Uiv Kv‡i± DËi w`j Zvici Avcwb ÷z‡W›U‡`i‡K ej‡jb 
clap Ki Zviv Kij| GUv †Kb? 
MK: GUvI GKUv Drmvn| Zvi mv‡_ Avwg cviwQ, m¨vi Avgv‡K ab¨ev` রেকয়কছ| Zvi AviI GKUz gvBÛUv‡K ওই 
রেকে divert করনব| †hgb AvR‡K I clap-Uv cvB‡Q AvMvgxKvj †hb Avwg clap-Uv cvB‡Z cvwi G ai‡Yi 
GKUv tendency ˆZwi nq| 
Researcher: Drmvn ‡`Iqvi Rb¨ Avi wK wKQz K‡ib? 
MK: n¨vu Avgiv thank you, excellent ইেোwি word use করনে পানর| 
BH: clapটাই শবনে use কনর 
Researcher: Avcbvi †h Z…Zxq K¬vkUv †mLv‡b medium of instruction wQj Bswjk cy‡iv K¬vkUv †gvUvgywU 
wQj Bswjk †mUv wgwWqvg Ae BÝUªvKkb Bswjk †Kb? evsjv‡Z থেকনা নয়? 
MK: Today my target was to make a dialogue. This dialogue will be in English. I liked to start in 
English…to follow me they will be able to understand: ‘we will have to do it’. সব সমকয় সেে lesson এ সম্ভব 
হয়না| থযরেন speaking focus োকে, থসরেন েরা হয়| 
Researcher: A‡bK¸‡jv ÷z‡W›U cvidg© Kij K‡qKRb †g‡q‡K †`Ljvg Zviv Lye Lywk| GLv‡b GKUv wRwbm 
‡Lqvj Kijvg ûeû GKB ai‡Yi WvqvjM ejj| GUv wK G iKg nj Zviv GKB ai‡Yi WvqvjM †g‡gvivBR 
cÖ¨vKwUm K‡i †d‡j‡Q wb‡R‡`i g‡Z K‡i †hUv eB‡q bvB|  
MK: GUv Avgvi instruction wQj GUv Zv‡`i †g‡gvivBR Gi e¨vcvi bv| GUv Zv‡`i eB †_‡K Avwg choose 




Researcher: Av‡iKUv As‡k Writing wQj GLv‡b Zv‡`i‡K notebook wb‡Z ej‡jb Zvic‡i Avcwb wKQz 
cÖkœ †ev‡W© wjL‡jb My Mother Gi Dc‡i| 
MK: GLv‡b Zv‡`i writing capacity †`Lvi Rb¨ †mB cÖkœ̧ ‡jv †ev‡W© wj‡LwQjvg| following the questions, 
how can they write a paragraph? 
Researcher: Avcbvi K¬v‡k 70-80 Rb hLb ÷z‡W›Uiv wj‡L mevB‡K wK wdWe¨vK †`Iqv m¤¢e nq? 
MK: Avgiv hLb G·vimvBRUv †`B ZLb †ev‡W© answers wj‡L Zv‡`i wK w`‡qB g¨vP KivB| †h wgwj‡q bvI 
DËiUzKz KZUzKz nj|  
Researcher: Z‡e writing Gi †ÿ‡Î †mLv‡b wK Zv‡`i wb‡R‡`i †jLvi my‡hvM _v‡K? Avi wb‡R‡`i g‡Z 
K‡i wjL‡j fyj nIqvi m¤¢ebv †ewk _v‡K|  
MK: GUv Avgiv gwbUwis Kwi| †K KZUzKz wjLj| সবারগুনলা judge করার সুনযাে হয় া 
Researcher: m¨vi KvwiKzjvg Avwg d‡UvKwc K‡i w`‡qwQjvg wKQz wKQz cvZv GUv Z A‡bK eo Z‡e Gi g‡a¨ 
wKQz point mg‡Ü Avgv‡K যরে ej‡Zb| ‡hgb 17 bs cvZv A‡bK¸‡jv point Av‡Q Zvi g‡a¨ learner 
participation in teaching learning process GUv‡K Avcwb wKfv‡e g~j¨qb Ki‡eb? 
MK: mevB hw` engaged না হয়, regular school-এ bv Av‡m ev wel‡qi mv‡_ m¤ú„³ bv n‡j থো wUwPs 
jvwb©s welqUv cÖ‡mmUv djcÖm~ Kivi ‡Kvb my‡hvM bvB| 
Researcher: GLv‡b ÷z‡W›U‡`i‡K ejv Av‡Q learning by doing GB K_vwU K‡qKevi G‡m‡Q ‡h 
jvb©vi‡`i engagement `iKvi participation `iKvi| GUv Avcbvi Kv‡Q wK g‡b nq?  
BH: learning by doing Uv না হকে learning †UKmB nq bv| Learner active হকে ZLb GB welqUv 
Kvh©Ki nq| 
Researcher: active participation GB wRwbmUv Avcwb wKfv‡e †`‡Lb? gv‡b, wKfv‡e Zviv actively 
cvwU©wm‡cU Ki‡Z cv‡i jvwb©s-G? 
BH: Zv‡`i‡K †h GKUv topic Gi Dc‡i KvR †`Iqv nj Zviv GB KvRUv mwZ¨Kvifv‡e Ki‡Q wKbv Zv| 
Researcher: Bswjk wel‡qi †ÿ‡Î †mUv wKfv‡e m¤¢e nq? 
MK: learning by doing cÖ¨vKwU‡Kwj K‡i থেখাকে পারকে সহে হয়| †hgb Avgv‡`i GK m¨vi MvRi Lvw”Qj 




Researcher: Avwg Pvw”Qjvg †h Avcwb †`‡L †h c‡q›U¸‡jv Avcwb wK¬qvi bv †miKg wKQz c‡q›U hw` c‡q›U 
AvDU Ki‡Zb| 8.1.2. Activity should be varied … রেভাকব মূেোয়ন েকরন? এই activity list এর মকযে 
থোণগুকো েরা সম্ভব হয়? 
MK: ch©vqµ‡g Avgiv me¸‡jv‡K touch Kivi †Póv Kwi Z‡e Role Play Uv GK K¬v‡k memgq nq bv|   
Researcher: Avcbvi K¬v‡k Z †ivj †cø K‡i‡Qb GKRb ÷z‡W›U AvBmwµg weµq Kij Av‡iKRb ÷z‡W›U µq 
Kij| GUv ‡gvUvgywU GKUv †ivj †cø n‡q †M‡Q|  
MK: nu¨v nu¨v 
Researcher: m¨vi Avcwb GKUz e‡j‡Qb G‡KK mgq G‡KKUv wRwbm UªvB K‡ib †hgb †Kvb †Kvb w`b GKUv 
song GKUv puzzle ev wKQz †gjv‡bv Z ‡gvUvgywU GUvZ f¨vivBwU আনার েকনে Zviv hv‡Z GK‡N‡qwg ev Zv‡`i 
gvBÛ †d«k ev GKwUwfwU‡Z †fwi‡qkb Av‡bb| m¨vi GLv‡b wWmKvkb, MÖæc IqvK©, ‡÷vwi ivBwUs, Wªwqs G¸‡jvi 
mv‡_ †Kvb †hvMm~Î Av‡Q wK bv| 
BH: drawing Avjv`v K¬vk nq| debate mvaviYZ K¬v‡ki evB‡i Kiv nq|   
MK: debate gv‡S gv‡S Kiv nq এেবার K¬v‡k debate K‡iwQjvg, student রা Lye GbRq K‡iwQj| gv‡S 
gv‡S nq, এটা শো regular সম্ভব  া 
BH: Question answer Z nq|  
Researcher: cÖ¨vKwU‡Kj IqvK© ... GUv Avcbvi aviYv Av‡Q †h cÖ¨vKwU‡Kj IqvK© Avcbvi wK n‡Z cv‡i? 
practical work েী েরা হয়? রেভাকব েকরন?  
BH: এটা science এর ক্ষেত্রে হয় 
Researcher: GKwUs Kiv GUv Z GKUv cÖ¨vKwU‡Kj IqvK©B †h wb‡R wWªsK Ki‡Q †mUv Z Ab¨iv describe 
Ki‡Q ejj| †gvUvgywU †fwi‡qkb Avbvi †Póv _v‡KB|  
Next point 1.8.3 cÖ‡Z¨‡Ki GKUv wbR¯ ̂jvwb©s Gi ÷vBj Av‡Q Z‡e individual needs jvwbsUv Kvh©Kix 
†ewk nq GUv wK Kiv m¤ ¢e nq?  
BH: GZ eo K¬vk Pvwn`v Abyhvqx Lye KóKi|  





Researcher: A‡b‡Ki jvwb©s ÷vBj Avjv`v _v‡K| A‡b‡K eB co‡Z cQ›` K‡i, A‡b‡K gywf †`L‡Z cQ›` 
K‡i| †kLvi wewfbœ Dcvq Av‡Q GLb e¨w³MZ ÷vBjUv hw` identify Kiv hvq ‡K wKfv‡e wkL‡Z cQ›` K‡i 
†mUv‡K wK encourage Kiv ev homework wn‡m‡e Kiv hvq?  
Avgvi friend‡`i †`LZvg cÖPzi Bswjk gywf †`LZ Ges G‡Z Zviv A‡bK Bs‡iwR wkL‡Z cviZ| Avwg gv‡S 
gv‡S †`LZvg| আমার main learning style রছকো reading| movie থেখা বা োন থশানা এই যরকনর োেগুকো 
মকন হয় েরাকনা থযকে পাকর| 
MK. এই ধরন র কাজগুনলা homework নহসানব শিয়া শযনে পানর homework নহনসনব নিনল োরা 
individually involved হনে পানর সহনজ| ন নজনির পেন্দ অ ুযায়ী োরা personally এটা করনে পানর 
Researcher: Avgvi Kv‡Q g‡b nq ÷z‡W›U‡`i‡K Avgiv ej‡Z cvwi Zzwg mvg‡b একস `vovI Ges েেোে wK 
K‡iQ  Zzwg Bswj‡k ej বা English থশখার েকনে েী েকরকছা বকো| Zviv ejj Avwg GB gywfUv †`LwQ GUv 
wk‡LwQ, Av‡iKRb ejj Avwg GB MvbUv ï‡bwQ GUv wkL‡Z †c‡iwQ| A‡bK mgq GUv Kiv hvq| GUv Avgvi 
gZvgZ|  
Sir, 8.1.4 jvb©vi hv‡Z comparison contrast Ki‡Z cv‡i Zv‡`i Rxe‡bi mv‡_ link Ki‡Z cv‡i hv 
wk‡L GB wRwbmUv m¤ú‡K© hw` ej‡Zb| jvb©viv hLb MÖvgvi wkL‡Q, wiwWs, ivBwUs Ki‡Q, GUv Kxfv‡e Kiv m¤¢e? 
Zv‡`i wb‡Ri Rxe‡bi mv‡_ link Kiv? 
MK: আমরা completing stories এ শিনখ...competition এর কথা থানক, honesty এর কথা থানক, 
(োরা real life এ নকভানব apply করনে পানর) ওইনিনক divert হই ওনিরনক বনল এটা exam এর জন ে 
 া, life long কানজ লােনব, বাস্তবোয় আসনব| শযম  ‡QvU fvB‡K civgk© w`‡q wPwVর কথা বলা থানক 
Write a letter to your brother advising him to read English newspapers or dailies. শুধু 
ভাইনকই উপনিে শিব া, ন নজও করনবা|  
Researcher: AvR‡K My Mother c¨vivMÖvdUv †h †g‡q¸‡jv c‡o ïbvj Avgvi Kv‡Q GKB iKg ïbvj 
†hgb GKRb ejj My Mother is a B.A.| Av‡iKRbI ZvB ejj My Mother is a B.A.|Avwg †f‡ewQ †h 
GKRb nqZ ej‡e  My Mother is not very educated, but she is still very intelligent| 
MK: Iiv a‡i wb‡q‡Q †h qualification gv‡bB we.G †`Lv‡Z n‡e|  
Researcher: আনরকটা point আনে learners should learn through understanding 




MK: sure, আরম এেমে| Avm‡jB Memorisation is not learning| learning টা হনব by 
understanding থছাটকবোয় রেছু poems মুখস্ত েকররছোম থসগুরের রেছুইকো আর নাই 
Researcher: m¨vi eySvi e¨vcviUv AviI GKUz e¨vL¨v K‡i ej‡eb? 
BH: যনি শসটা composition হয়, hw` †m ey‡S gyL¯ ’ K‡i Zvn‡j †m wb‡Ri gZ K‡i wjL‡Z cv‡i| নকেু 
sentence বাে পডকে পাকর, রেন্তু wb‡R তেরী েরকে পারকব, রেখকে পারকব 
Researcher: c‡ii c‡q›U 8.1.6 GLv‡b teaching materials Avevi teaching aid m¤ú‡K© 
multimedia e¨envi Kivi K_v ejv Av‡Q Avwg †`Ljvg multimedia Pv‡U©i g‡a¨ ejv Av‡Q Z GUvi e¨vcv‡i 
hw` wKQz ej‡Zb| me K¬v‡k multimedia e¨envi wK Kiv hvq? 
BH: me K¬v‡k gvwëwgwWqv e¨envi Kiv hvq bv| Avgiv avivevwnKfv‡e GUv e¨envi Kwi cÖwZ wkÿK 2/3 w`b 
cÖwZ mßv‡n Kiv nq|  
MK: হো, আমরা পযে ায়ক্রনম বেবহার কনর 
Researcher: Zvi gv‡b, multimedia iæg †h‡nZz GKUv, †mRb¨ multimedia K¬vk me mgq Kiv m¤¢e nq 
bv| Avcbvi wK g‡b nq me ¸‡jv K¬v‡k hw` gvwëwgwWqv _vKZ Zvn‡j wK Avcwb e¨envi Ki‡Zb|  
MK: Avgvi Bs‡iwRi cvkvcvwk ag© wel‡qi K¬vk Av‡Q শযগুনলর class multimedia থে থনওয়া যায়| 
Researcher: Next point n‡”Q Practice makes learning long lasting GB wRwbmUv 
Avcbvi K¬v‡k Gi f~wgKv KZUzKz ev Avcbvi ÷z‡W›U‡`i †ÿ‡Î KZUzKz Kvh©Ki ev Avcwb GUv 
emphasise K‡ib wKbv? 
BH: n¨vu A‡bK mgq fvj ÷z‡W›U‡`i‡K G‡b †ev‡W© KivB Zv‡Z hviv fvj Zv‡`i cÖ¨vKwUm n‡q †Mj Aviv hviv 
`ye©j Zviv ey‡S †Mj|  
MK: Practice makes a man perfect| †hgb mvB‡Kj Pvjv‡bvi gZ| 
Researcher: Communicative English Grammar সম্পনকে  কী ধারণা আপ ার? 
MK: Real life এ use করার মনো English টাই communicative English| আনে traditional grammar টা 
translation method এ করা হনো| রেছু rules, regulations মুখকস্তা েরা হকো| grammar এ থয language টা আকছ 
থসটা যখন use েরা যায় েখন থসটা communicative grammar  




Researcher: grammar and translation in real life context এটা েেটুকু clear? 
MK: Grammar টা language appropriately থশখাকনার েকনে, appropriate বেবহার েরার েকনে থশখকবা| only for 
exams হকবনা| পরীক্ষা পাকশর েকনে নয়, language develop েরার েকনে রশখকব, real life activity এর মাযেকম 
BH: Language টা accurate যাকে েরা যায় োর েকনে grammar 
Researcher: content... varied contexts covering a wide range of situations 
BH: থানক 
Researcher: Next point: Making audio-visual materials available to students is strongly recommended 
in the classroom. আরম থেকখরছ multimedia room টা আপনারা বেবহার েকর োকেন| োর সকে audio-visual materials 
আর েী রেছু আকছ? 
BH: আমরা এই school-এ multimedia বেবহার েরর| অনোনে অকনে school এ BRAC থেকে speaker সরবরাহ েরা হয় 
class এ use েরার েকনে| Audio … mobile phone এ play েরা যায়| speaker এর মাযেকম সবাই শুনকে পাথর 
MK: Audio টা শো use করা হয় listening practice করার জন ে| আমানির শো এগুনল  াই বলনলই েনল exam 
system এ শুধু writing টা ই শো board শথনক check কনর| এই কারনণ ও শো হনছে া| board যনি stress নিনো শয 
এইভনবই করনে হনব, োহনল হয়নো ...... 
Researcher: sir বনলা শকান া শকান া school এ speaker নিনয় mobile phone এর মাধেনম হনছে 
MK: থোকনা থোকনা school এ হকছে but very rare 
BH: BRAC এর মাধেনম নকেু হনে  
Researcher: Next point in the document, CLT emphasizes all 4 skills in an integrated way… আপনার েী 
মকন হয় োর টা skill ই equally important? 
MK: োরটা skill ই important| listening টা important but করনে পানর া  া| পরীক্ষা শে শ ই| পরীক্ষা টা গুরুত্বপূ ে, 
যে যাই বনল া শকন া| studentরা পরীক্ষা শে নকভানব marks পানব শসটাই োরা টানেেট কনর out of exams item 
গুনলানক importance শিয়  া 
BH: sir ঠিে ই বকেকছ listening and speaking board এর exam এ আকসনা, োই থোর থেয়া হয়না  




MK: আমানির শো সব class-এই hundred বা োরও শবনে সু্টনেন্ট| 50-60 এর শবনে হনলই class-টা suitable 
way শে করা যায় া| শবনে student হনল school এর আনথেক সুনবধা, tuition fees পাওয়া যায়, school সেল 
থানক| অসুনবধা হনলা class management tough হনয় যায়| student হানর teacher স্বল্পো accommodation 
স্বল্পো  
English পডানে শেনল োনির attention টা পাওয়া যায় া| listening টা noisy পনরনবনের মনধে practice করনে 
পানর া| back bench এ যারা বনস, teacher এর lecture, instruction বা direction guess করনে পানর া… 
নকেু নজনেস করনল বনল, sir এটা মন  নেল া … েে class টা করনে পনর াই  
Irregularity, অমন ানযানেো -- এ দুনটা শবনে পনরলনক্ষে হয়| 
Researcher: proper pronunciation সম্পকেে  যরে বেকেন? stress...intonation ... এই instruction টা clear মকন 
হকে? 
MK: pronunciation এ থো ওকনে student থের থে দুবে  থেরখ| teacher থের মকযেও অকনে সময় pronunciation 
correct োকে না| pronunciation ঠিে না হকে োরা যখন থেকখ েখন writing এ ভুে েকর pronunciation এ stress, 
intonation যরে োকে োকের pronunciation অকনে sweet হয়| 
BH: proper pronunciation আর spelling এর মকযে অকনে পােে ে| …proper pronunciation audio থেকে রশখকে 
পাকর 
MK: Teacher এর lecture থেকেও রশখকে পাকর| 
Researcher: …basic language skills to function in an international context with confidence. আমাকের 
পাঠ্ে বইগুকোকে েী student থের international context এ with confidence function েরকে পাকর -- এরেম রেছু 
focus েী আপরন থেখকে পান?  
MK: Student যরে English language এ expert হয়, োহকে োরা activity গুকো থবকছ রনকে পাকর, থোনটা 
internationally used … 
BH: থসরেন পডাোম topic foreign trip থসখাকন রেছু word/phrase আনে at the airport এই ধরন র topic গুনলা 
কানজ লােনব| 
MK: airport এ exchanging idea টা োকে োেকব 
Researcher: page 36 রেছু objectives আনে, … appropriate language and communicative competence for 




MK: Appropriate language হল correct language| langauge টা use করার মনো capacity টা grow  করা| যনি শস 
নকেু বলনে পানর এবং নলখনে পানর শস idea টা যখ  আনস েখ  শস higher education এ বা foreign service এ 
েখ  শস English এ communicate করনে পানর 
BH: Proper pronunciation আর বা া  আলািা| pronunciation যনি ঠিক কনর করা হয়, আর বলার িক্ষো বা 
শলখার িক্ষো যনি তেনর হয়, োহনল শস higher level এ নেনয় বা foreign এ নেনয় English এ communicate করনে 
পারনব 
Researcher: …to support them gain accuracy এখাকন accuracy বেকে আপরন েী বুকঝন?  
MK: Accuracy মান  correctness থযখাকন োকে, ওটাকেই gain েরকে হকব| শযম  purpose েব্দ টা শযটার 
correct pronuncation পাপোস, এটার spelling টা শিখনল মন  হয় পার শপাজ় accuracy  া থাকনল এটা 
নমস করনে পানর| 
BH: sir শযটা বলনল  শসটা ঠিক আনে, এখান  grammar mistake ও থানক| 
Researcher: Another point here. …Using English language appropriately বেকে আপরন েী বুকঝন?  
MK: Accuracy যখ  থানক appropriate হনয় যায়| শযখান  শয টা প্রনয়াজ  শসই adjustment … যখ  শয situation 
এ শয ধরনণর language টা use করা িরকার আনম যনি ভাষা টানক শসভানব use করনে পানর, োহনল appropriate 
use হনব| শযম  আজনক class এ shopkeeper আর customer এর মনধে একটা conversation নেনলা, 
শসখান  short type এর expression use হনব| শকান া শকান া শক্ষনে শিখা যায় yes no thank you 
নিনয় হনয় যায়| শযখান  শয language িরকার শসটা ই appropriate language 
BH: English শো একটা নবনিেী ভাষা| ওরা শযভানব উচ্চারণ কনর বা communicate কনর, ওই ভানব communicate 
করনল appropriate হনব 
Researcher: final point on page 71. Point 10. Grammar items should be provided in context in a 
systematic and graded way --  এটা আপনার োকছ েেটুকু clear মকন হয়? 
BH: English 1 Textbook এ এেটা lesson এ েকয়েটা step োকে| থযমন A শে speaking থানক B reading 




MK: Textually grammar context এর সানথ matching কনর যনি শেখান া যায়| শযম  একটা passage আনে 
শযখান  সবগুনলা verb past tense এ আনে| যনি student শির বলা হয় verb গুনলা present tense e change 
করনে, োহনল student শির present tense আর past tense এর পাথেকে context এ বুঝান া যায় 
BH: একটা topic শিয়া থানক| ওই প্রসনে অন ক grammar item থানক| ekta lesson এর মনধে কী কী 
grammar item থানক ো teacher শক শবর কনর ন নে হনব  
MK: অন কটা communicative English এর system টা এনস যায়| আনে আমরা vowel এর আনে an 
consonant এর আনে a শবাঝাোম এখ  আর এগুনল শবাঝানে হয় া, কারণ article এর জন ে একটা passage 
েুনল ধরনলই োর মনধে article শকাথায় আনে, student রা বুঝনে পানর| context এর মনধে শযটা থানক, শসটা 
শবর কনর আ নলই students বুঝনে পারনব, memorise করার প্রনয়াজ  হনব  া|  
Researcher: আমার আর শকান া প্রশ্ন  াই| আপ ানির অন ক ধ েবাি| আপ ানির যনি নকেু add করার থানক 
MK: নকেু নি  আনে আমরা school শথনক নেক্ষা সফর এ Cox's Bazar এ নেনয়নেলাম, নহলেনড শে সম্ভবে, 
foreign appearance এর শলাক শিনখ শিৌনড শেলাম, নজনেস করলাম, “Where is your country?” বনলা, 
“বান্দরবা !” তবোখী শমলা উপলনক্ষ একবার নেনয়নেলাম রম া বটমূনল| শসখান  Chinese এর সানথ কথা 
হনয়নেনলা| নেনডয়াখা া-শেও japanese একজন র সানথ কথা হনয়নেনলা| খুব ভানলা লােনে আপ ানক পাইয়া| 
আমার ও শসরকম ভানলা লােনে| আমানির নজনেস করার জা ার অত্রেক নকেু থানক| আসনল teaching এ এক 
ধরন র opposition এর মনধে থানক: situation আমানির শযরকম, একধরন র lack-age* আনে পনডনয় মজা 
পাই  া English এ যনি োরা জা নে োইনো, োহনল আনম ও শসভানবই preparation ন োম| student শির 
মনধে ওই ধরন র motivation শিনখ  
 
 
 
 
